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ABSTRACT 
This study explores the motivational factors prompting academic advisors to expand their 
Undocumented/DACAmented Status Competency (UDSC).  The focus is on why advisors 
enhance their ability to support this unique population in college, providing a deeper 
understanding of how they view their experience, specifically as it relates to personal, 
institutional, and political factors.  Advisors work directly with students throughout college, and 
are one of the most important aspects of the student experience, serving a key role towards 
student and institutional success.  Undocumented students in higher education experience unique 
challenges and barriers within higher education due to their liminal status, and the volatile 
political context presents even more stress.  This research study responds to literature regarding 
the need to explore higher education professionals who have the awareness, knowledge, and 
skills to support undocumented students (UDSC). 
This qualitative multiple case study explores the motivating factors of academic advisors 
in Illinois who have built UDSC.  Using purposeful sampling, 19 academic advisors at three 
four-year institutions participated in an online survey, 11 also participated in semi-structured 
interviews, and documents were collected.  An analysis of the data resulted in four primary 
interconnected themes: (1) Professional Responsibility as Advisor; (2) Human Rights, Social 
Justice, and Advocacy; (3) Institutional Context; (4) Political Climate and Increased Dialog.  
The findings indicate advisors are strongly motivated by personal factors, specifically their 
professional responsibility as an advisor to support students, and their beliefs for human rights, 
social justice, and advocacy carries into their role.  Institutional factors were motivating if the 
advisor viewed their institution as taking a strong stance of support.  The volatile political 
climate surrounding immigration was not found to be a strong motivating factor, but did 
iii 
influence the way in which advisors feel they needed to support undocumented students.  A 
conceptual model of academic advisors supporting undocumented students is provided, including 
the various factors of influences (personal, institutional, and political), and how they operate as a 
system.  This study concludes with practical implications for academic advisors and institutional 
agents, academic advising administrators, academic advising as a profession, and institutions.   
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CHAPTER 1: INTRODUCTION 
Our job is to help students, it’s our mission, our goal, so we should have every possible 
resource to us, so trainings, even if it’s just a sheet of paper with some information on it, 
that would be more helpful than just having an undocumented student walk into your 
office and saying ‘I have no idea what to do with you or where to send you, or how to 
answer your questions.’ (Newell, 2014, p. 34)1 
The purpose of this study is to understand the motivational factors prompting academic 
advisors2 (advisors) to expand their Undocumented/DACAmented3 Status Competency 
(UDSC4).  The focus is on why advisors enhance their ability to support this unique population in 
college, providing a deeper understanding of how they view their experience, specifically as it 
relates to personal, institutional, and political factors.  Advisors work directly with students 
throughout college, and are one of the most important aspects of the student experience, serving 
a key role in student and institutional success (Frost, 1991; Gordon, Habley, Grites, & 
Associates, 2008).  Advising is a difficult profession due to the intricate policies, procedures, and 
systems professionals must navigate, and the distinctive challenges students face, requiring 
individualized support.  Tuttle (2000) states “academic advising and knowledge of a wide range 
of complex academic programs is one of the technically most challenging positions in the area of 
academic or student services.”  Due to the complexities of the profession, it is critical for 
                                                 
 
 
1 Quote from a pilot study, exploring academic advisor ability to support undocumented students. (Newell, 2014) 
2 For the purpose of this study, academic advisor (advisor), is defined as a higher education professional who has a 
position with the primary function of academic advising, where they provide guidance to a student on academic, 
social, and/or personal matters. (See Definition of Terms in Appendix O)  
3 Undocumented refers to those within the United States (U.S.) without current legal federal residency status. 
DACAmented refers to undocumented persons approved for Deferred Action for Childhood Arrivals (DACA). For 
the purpose of this study, “undocumented” will be used for both students with and without DACA, unless otherwise 
stated (See Definition of Terms in Appendix O) 
4 UDSC is a term created by Nienhusser and Espino (2017), explained in Chapter 2. 
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advisors to build the competencies required to effectively support students and create and 
maintain equitable and inclusive environments (NACADA: The Global Community for 
Academic Advising, 2017a, p. 11). The transition to college and path continuing towards degree 
completion is different for each student, and an advisor’s level of impact is directly related to 
understanding and effectively supporting specific student needs. 
Undocumented students face unique difficulties in higher education, including political, 
institutional, systematic, cultural, and other areas impeding or challenging their path towards 
access, persistence, and degree completion.  Research exploring the undocumented population 
has expanded in the last decade, providing information on the distinctive experiences of 
undocumented students attending higher education (e.g., Abrego & Gonzales, 2010; Contreras, 
2009; R. G. Gonzales, Suarez-Orozco, & Dedios-Sanguineti, 2013; W. Pérez, Cortés, Ramos, & 
Coronado, 2010; UndocuScholars Research Team, 2015).  Studies highlight the importance of 
customized support for undocumented students, necessitating higher education professionals5 
who are trained to effectively assist and support these students (e.g., Gámez, Lopez, & Overton, 
2017; Garcia & Tierney, 2011; Perez, 2010; Stebleton & Aleixo, 2015).  Knowledge, awareness, 
and skills higher education professionals (institutional agents6) possess to support these students 
is referred by Nienhusser and Espino (2017) as Undocumented/DACAmented Status 
                                                 
 
 
5 Higher education professionals refers to any person who works within higher education (may include: faculty, 
student affairs, academic affairs such as academic advisors, administration, and other professions nested within 
postsecondary institutions). See Definition of Terms in Appendix O) 
6 Institutional agents are those who utilize their position within an institution to provide valuable resources (social 
capital, networks, information, etc.) to students. (Discussed in Chapter 2 Literature Review. See Definition of Terms 
in Appendix O) 
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Competency (UDSC).  In order for higher education professionals, such as advisors, to 
effectively support undocumented students, it is important they build their UDSC. 
The motivational factors of advisors to build their UDSC to support undocumented 
students is the basis of this study.  Numerous factors may influence why an advisor builds 
competency, such as UDSC, to support specific student populations, but there is a lack of 
knowledge about the influences on the motivation prompting support for these students.  
Advisors serving as institutional agents for undocumented students operate within higher 
education institutions with complex societal and political contexts, and are able to provide a 
higher level of assistance to these students.   
This chapter introduces the study. The below section provides an overview of the current 
immigration background relevant to this study in order to frame the experiences of advisors 
supporting undocumented students.  Next is the statement of the problem, purpose of the study, 
and research questions, followed by a summary of this first chapter.  Last, information on the 
organization of the study is included. 
Background: Immigration Overview 
The current climate7 surrounding immigration has created an especially volatile 
environment for undocumented immigrants, with a direct impact on student experiences.  The 
Southern Poverty Law Center (2016) found the 2016 election had “a profoundly negative impact 
on schools and students” in their study on K-12 schools, and other scholars have found similar 
                                                 
 
 
7 The current climate of this study is June 2018 until January 2019 (additional information on context in Chapter 3). 
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negative effects on undocumented students in higher education (e.g., Andrade, 2017; Muñoz, 
Vigil, Jach, & Rodriguez-Gutierrez, 2018; Nienhusser & Oshio, 2018).  The last time the U.S. 
passed comprehensive immigration reform was in 1986, despite numerous bipartisan efforts to 
update the immigration system to meet modern needs.  Since the 2016 election and the 2017 
change in federal administration, the rhetoric and policies surrounding immigration has shifted 
(C. Nguyen & Kebede, 2017).  A border wall between the U.S. and Mexico is a key agenda item 
of the current administration, despite mixed public support (Suls, 2017).  An Executive Order 
(DACA) implemented in 2012 to provide some security to undocumented immigrants who came 
to the U.S. at a young age has been put in jeopardy by the current president.  The federal 
DREAM Act has been reintroduced since the initial introduction in 2001, but has failed to pass. 
Even with DACA, or if a federal DREAM Act were to pass, some youth are ineligible and would 
remain undocumented8 (Dussault, 2018).   
In the absence of federal precedence, many states, cities, and higher education institutions 
have enacted policies to either restrict or expand how undocumented immigrants function within 
these communities.9  Some states have passed legislation or taken a stance either supporting or 
restricting access to higher education for undocumented students (e.g., Drachman, 2006; D. H. 
K. Nguyen & Serna, 2014; Serna & Cohen, 2017).  States promoting the pursuit of 
postsecondary education for undocumented students have passed positive legislation in-state 
tuition, financial support, and/or additional services and resources.  Institutions may also create 
                                                 
 
 
8 An in-depth review of immigration at the federal and state level is provided in the Chapter 2 Literature Review. 
9 Examples of state legislation and policies are included in the Chapter 2 Literature Review. 
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policies or institutionalize undocumented student support services, but these vary across and 
within institutions (e.g., Southern, 2016; Valenzuela, Perez, Perez, Montiel, & Chaparro, 2015).  
While states and institutions may encourage higher education access for undocumented students, 
they are restricted by the inability to provide security to these students concerning status within 
the U.S., employment, federal financial aid, and other areas only provided by federal legislation 
and policies.  
The number of undocumented students attending higher education has increased with the 
positive state policies and federal executive order (Amuedo-Dorantes & Sparber, 2012; Flores, 
2010; Garcia & Tierney, 2011), but undocumented students attending higher education face 
unique challenges dictating their participation, from access, to persistence, to graduation and 
beyond (e.g., Castro-Salazar & Bagley, 2010; W. Pérez, 2012; W. Pérez, Cortés, Ramos, & 
Coronado, 2010; UndocuScholars Research Team, 2015).  Undocumented students have a 
unique experience in higher education because of the multiple layers of changing contexts at the 
federal, state, and institutional levels specific to undocumented students.  The unstable climate 
leaves undocumented students with uncertainty and fear.  The lack of federal policy creates a 
variance among state and institutional policies, providing an additional layer of complication for 
undocumented students.  The current higher education climate for undocumented students is 
volatile and dictated by multiple layers of policy, dialog, and practice. 
Statement of the Problem 
The important role higher education professionals serve in the undocumented student 
postsecondary experience requires an exploration into why institutional agents are motivated to 
build their UDSC and support undocumented students.  Academic advisors are specific 
professionals within higher education embedded within academic affairs and serve in a key 
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capacity to support student educational and life plans (Gordon et al., 2008).  Advisors have direct 
contact with individual students requiring an “ability and sensitivity” to support these students 
(Gordon et al., 2008, p. 189).  Academic advising is seen as a process concerned with human 
growth, and an essential part of student success due to the direct impact it has on student 
engagement and student development (e.g., Drake, 2011; Drake, Jordan, & Miller, 2013; Frost, 
1991; Gordon et al., 2008).   
There is knowledge about the unique challenges and barriers undocumented students face 
along their pursuit for higher education attainment (e.g., Castro-Salazar & Bagley, 2010; Ellis & 
Chen, 2013; Gildersleeve & Ranero, 2010; Muñoz & Vigil, 2018).  Studies exploring 
undocumented students highlight how institutional agents are essential to supporting 
undocumented students as they navigate the complex higher education system, but there is a 
large variance among the experiences students have with institutional agents (Barnhardt, Ramos, 
& Reyes, 2013; Gildersleeve, Rumann, & Mondragón, 2010; Price, 2010).  In order to 
effectively support undocumented students, there is a need to increase the number of higher 
education professionals who have the awareness, knowledge, and skills necessary. 
While the student experience is at the center of understanding the needs of students and 
implies practice, the importance of higher education professionals working with these students 
should not be overlooked.  Bensimon (2007) states: 
If our goal is to do scholarship that makes a difference in the lives of students whom 
higher education has been least successful in educating…we have to expand the 
scholarship on student success and take into account the influence of practitioners. (p. 
445)  
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Adding in practitioner experiences expands the current literature to provide a better 
understanding of student support and success.  The exploration of higher education professionals 
experiences supporting undocumented students within varying contexts has begun to emerge, 
such as policy implementation (Nienhusser, 2018), successful practices and competency (Chen, 
2013; Nienhusser & Espino, 2017), diversity and equity initiatives (Barnhardt, Phillips, Young, 
& Sheets, 2017), policy ambiguities (Lizardy-Hajbi, 2011), institutionalized support practices 
(Southern, 2016), aiming to inform and improve higher education practitioners’ work with 
undocumented students.  Further research is needed to expand on higher education professional 
experiences as they relate to undocumented students, especially exploring within specific 
professions because of the unique role they serve supporting undocumented students.  By 
studying the motivating factors for advisors to support undocumented students, it is the hope that 
an understanding of the pertinent influences that impact a higher education professional to 
increase their UDSC will become apparent to impact change.   
Purpose of the Study 
The purpose of this study is to explore the motivation of advisors to support 
undocumented students in higher education.  Through the exploration of advisors’ holistic view 
of their experience supporting undocumented students, this study seeks to understand the 
different influences on their motivation, including personal, institutional, and political factors.  
The aim of this study is not to isolate the different factors influencing motivation or understand 
the level of influence, but instead to explore the influential factors as they relate to the overall 
experience of the advisor.  This research study responds to literature regarding the need to 
explore higher education professionals who have the awareness, knowledge, and skills to support 
undocumented students (UDSC).  Whereas there are many positions within higher education 
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providing support to undocumented students, this study seeks to understand the experiences of 
advisors in order to provide a better exploration within a specific profession.  
Significance of the Study 
The findings of this study provide an important connection between the need for support 
of undocumented students within higher education, and the advisors who serve a key role in 
student and institutional success.  The results present a better understanding of the various 
factors, structures, and contexts influencing advisor behavior.  A conceptual model is provided in 
the discussion of the findings (Chapter 5) to help make meaning of the holistic system of 
interrelated factors influencing advisor motivation to support undocumented students.  By 
identifying the factors influencing motivation to support undocumented students, progress may 
be made towards growing the number of higher education professionals incorporating UDSC 
into their role so undocumented students receive necessary support leading to their success 
within higher education.  The findings from this study advance current research in this area and 
have practical implications for advisors, institutional agents, administrators, academic advising 
as a profession, and institutions. 
Research Questions 
My research study was guided by the below central research question to understand the 
motivation of academic advisors to support undocumented students, and two related sub-
questions to explore the main question more in-depth: 
1) Why are academic advisors motivated to support undocumented students?  
a) How do academic advisors view their experience supporting undocumented 
students? 
9 
b) How do personal, institutional, and/or political factors and context impact 
academic advisors experience supporting undocumented students?  
Summary 
Academic advisors are critical to students in higher education, specifically to unique 
groups such as undocumented students who are navigating complex structures.  Effective 
advising makes a difference in the student’s college experience, including persistence, 
achievement, engagement, and development (Gordon et al., 2008).  Increasing core competencies 
within the advising profession is essential to effectively supporting students (NACADA: The 
Global Community for Academic Advising, 2017a), but certain student populations require 
additional awareness, knowledge, and understanding towards their unique needs. 
Undocumented students are attending higher education, especially within the states 
encouraging access through positive state policies (Amuedo-Dorantes & Sparber, 2012; Flores, 
2010; Garcia & Tierney, 2011).  An Undocu-friendly10 environment is important for 
undocumented student college selection, and a knowledgeable administration and staff are 
critical to undocumented student success (Suárez-Orozco et al., 2015; UndocuScholars Research 
Team, 2015).  Due to challenges and barriers unique to them, undocumented students require 
higher education professionals, such as advisors who incorporate UDSC into their daily practice 
(Nienhusser & Espino, 2017).  Understanding the motivations to build and incorporate UDSC is 
important to motivate more professionals to have awareness, knowledge, and skills to support 
                                                 
 
 
10Undocu-friendly “is used to refer to schools that have systems and practices in place that work with and for 
undocumented students” (Richards & Bohorquez, 2015, p. 9). (See Definition of Terms in Appendix L) 
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undocumented students and create Undocu-friendly campuses with institutionalized11 support for 
undocumented students. 
Organization of the Study 
This research dissertation includes five chapters.  Chapter 1 provided the introduction to 
the study.  Chapter 2 is the literature review providing an overview of the current immigration 
context and demographics, undocumented students in higher education (including institutional 
agents), academic advising, and concludes with the conceptual framework.  Chapter 3 contains 
the study methodology, including the research design, site and participants, data collection, and 
data analysis.  Chapter 4 includes the findings.  The dissertation concludes with a discussion of 
the findings, implications, and future research in Chapter 5.  Appendixes are included and the 
individual documents are referenced throughout the dissertation.  
                                                 
 
 
11 Institutionalized undocumented support (Southern, 2016) is discussed in the Chapter 2 Literature Review. 
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CHAPTER 2: LITERATURE REVIEW 
This literature review provides an overview of the immigration context, undocumented 
students in higher education, and academic advising.  In addition, this chapter provides the 
conceptual framework and conceptual model for this study.  The timing of the literature (below 
section) is important as institutional, state and federal policy and legislative changes have an 
impact on the findings, and it is of great importance to consider the literature within context, just 
as this study will need to be viewed within context.12  The demographics of the population, 
immigration patterns, immigration climate (neighborhood, institutional, city, state, and federal), 
legislative representatives, political agenda, policy (institutional, state, and federal), economy, 
and several other influencers have implications on the research.  The emerging design of 
qualitative research necessitates the data to provide direction towards the literature reviewed, 
instead of dictating and limiting the researcher’s view at the start of the study (Yin, 2016).  The 
literature was continually reviewed throughout the study to ensure information was current and 
provided support and guidance to the study. 
Literature Review Procedures 
The literature for this review has been collected since my interest in this field in 2009, 
and continued until February 2019.  New studies have been added over the years, and recent 
searches have been conducted to ensure the review is relevant and expansive.  This review 
contains literature primary from education databases using the University of Illinois at Urbana-
                                                 
 
 
12 The context is described in more detail in Chapter 3.  
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Champaign library website to access Education Full Text and EBSCO, and also searches within 
Mendeley and Google Scholar.   
Initial search terms included “undocumented,” “DACA,” along with “students,” “higher 
education,” “postsecondary education,” and “college.”  Following the initial search, I combined 
the terms with “access,” “policy,” “tuition,” and “experiences” to gather literature within these 
focal areas.  In addition, I used the term “illegal” to find results possibly providing a different 
perspective.  I collected additional relevant titles from the reference sections of the sources I 
found in the initial search, and through identifying the key researchers within the field.  In order 
to explore advisors, I searched using the terms “academic advising,” “advisors,” “student 
services,” “financial aid,” “personnel,” “professionals,” as well as “serving students” and 
“unique populations.” I used a combination of terms to collect as much research about a variety 
of topics related to this study. 
In the initial stages I limited my search to the main and broad journals in areas of higher 
education, admissions, advising, and student services, including Review of Higher Education, 
Journal of College Admission, Community College Review, American Journal of Education, New 
Directions for Student Services, and The Global Community for Academic Advising.  I also 
examined journals focusing on diverse groups, such as Journal of Hispanic Higher Education, 
Diverse: Issues in Higher Education and Harvard Journal of Hispanic Policy.  To explore 
policy, I searched within Journal of Policy Analysis & Management, Policy Studies Journal, and 
Social Policy.  Once I identified a large selection of literature, I expanded my search beyond the 
above listed journals, but focused on peer-reviewed sources. 
The majority of the literature on undocumented students uses methods of case studies, 
ethnographies, and in-depth interviews, or they provide an analysis of current policy.  Studies 
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using data sets were limited, but the ones I was able to locate are included in this literature 
review.  Given the lack of documentation, the population is difficult to accurately quantify, 
resulting in few studies using large datasets for quantitative analysis.  After compiling a variety 
of studies, I was able to identify similar themes, allowing me to separate this review into sections 
as dictated by the literature. 
Organization of Literature Review 
My literature review focuses on four areas important to my study.  (1) I begin this review 
by providing a brief overview of current immigration policies.  Demographics of the 
undocumented population within the United States and Illinois is also provided.  This section 
will act as a background to provide the readers with an understanding of the immigration context.  
(2) The second section focuses on experiences of Undocumented students in higher education, 
where themes of financial, cultural and racial, academic performance, sense of belonging, major 
selection and career pursuit, and resources and information are explored.  (3) The third section 
explores literature on advisors, providing an understanding of the profession, advising theories, 
and information on advisors supporting unique populations, including undocumented students.  
(4) The literature review concludes with the conceptual framework used to guide this study, 
providing a conceptual model. 
Immigration 
Federal Policies 
“For many years now, U.S. policy toward undocumented immigrants could be 
characterized as bipolar: It has had aspects that simultaneously help and hinder their life 
chances” (Flores & Chapa, 2009).  Immigration is under the federal government’s jurisdiction as 
outlined in the Fourteenth Amendment of the U.S. Constitution on citizenship and equal 
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protection.  The Immigration and Nationality Act (INA) of 1954 organized statutes providing a 
comprehensive overview of immigration law (U.S. Department of Homeland Security, 2013).  
There have been amends to INA, but gaps in immigration policy remain.  Gonzales (A. R. 
Gonzales, 2012) believes that despite numerous attempts to create solutions to the ‘immigration 
crisis’ on the federal, state, and local levels, little has changed (p. 1860).  Gonzalez states “every 
sovereign nation has the authority to determine who can be a citizen and who can lawfully be 
present within its borders.  Today, many Americans believe that our federal government has 
abandoned that responsibility” (p. 1861).  Reform and specific laws outlining undocumented 
student access to higher education and benefits that states and institutions may provide is 
lacking.  While the federal government allows states to oversee their own education system, 
providing direction on immigration is necessary. 
Comprehensive Immigration Reform (CIR). CIR would define and structure the way 
the government and all states and local entities work with undocumented immigrants.  In 1891, 
the first comprehensive law to control immigration to the U.S. was passed (Congressional 
Digest, 2010).  The Immigration Reform and Control Act (IRCA) passed in 1986 as a 
negotiation of both major political parties providing both a path to citizenship for many 
undocumented immigrants, while becoming stricter on employment and border control.  “IRCA, 
a compromise designed to be both punitive and ameliorative, was the first—and to date the only 
successful—attempt by Congress to comprehensively grapple with the issue of unauthorized 
migration” (Jones-Correa & de Graauw, 2013).  President Bush failed to pass CIR in 2007 called 
the Secure Borders, Economic Opportunity and Immigration Reform Act of 2007.  Noorani and 
Belanger (2009) called the bill conservative and lacking in the areas of greatest need, such as 
reuniting families, supporting students, and work visas.   
15 
One platform for the 2008 Presidential election to secure votes was issues surrounding 
immigration, specifically CIR (Navarrette, 2008).  Obama set forth a plan for CIR, which would 
provide a path to citizenship, specifically those who were brought to the U.S. at a young age. 
I think it's time for a president who won't walk away from something as important as 
comprehensive reform just because it becomes politically unpopular. . . . I will make it a 
top priority in my first year as the president of the United States of America. (Obama, 
2008)  
Due to lack of bipartisan support, and foreign affairs and healthcare taking the forefront, 
immigration policies did not pass during President Obama’s terms at the federal level.   
The 2016 election resulted in a republican president, and while immigration has been at 
the forefront of the dialog, no immigration reform has been passed.  Nguyen and Kebede (2017) 
describe some of the policies the current president discussed during the campaign:  
Throughout his 2016 presidential campaign…(he) promised to take immediate action to 
control the flow of immigration by building a wall on the Mexican border, banning 
Muslim refugees, ending sanctuary cities, deporting millions of undocumented 
immigrants, and terminating former President Barack Obama’s Deferred Action for 
Childhood Arrivals (DACA) program. (p. 717) 
Immigration discussions have created a political divide across and through political parties.  The 
U.S. population has mixed opinions on the border wall, deportations, path to citizenship for those 
who are undocumented, and other immigration policies (Suls, 2017).  The current president has 
attempted to challenge some immigration policies (including DACA, discussed later in this 
section) and made promises surrounding legislation such as the DREAM Act, but he has been 
unsuccessful and fallen short of a comprehensive solution to the outdated 1986 Act.  Research on 
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the negative impact the 2016 election and presidency has had on education (Southern Poverty 
Law Center, 2016) and more specifically on undocumented students pursuing education (Muñoz 
et al., 2018; Nguyen & Kebede, 2017; Nienhusser & Oshio, 2018; Wray-Lake et al., 2018). 
Case law.  The Supreme Court ruling in Plyer v. Doe (1982) set a precedent for 
undocumented student education, finding a law denying unlawful alien children access to 
education in violation of the Equal Protection Clause of the Fourteenth Amendment. A state is 
unable to deny "to undocumented school-age children the free public education that it provides 
to children who are citizens of the United States or legally admitted aliens" (p. 205) and must 
show a substantial state interest in denying one group rights, specifically children.  In their 
decision, the U.S. Supreme Court stated the burden to the state would be increased if children 
were denied education, creating what they described as an “uneducated sub-class” (p. 230).  
Gonzales (R. G. Gonzales, 2009) states the Plyer decision “leads to a false promise of 
opportunity for students to develop their full capacity” as it only applies to K-12 education, and 
“by initiating education only to deny it later. . . . the investment already made in their education 
is lost” (p. 11). 
Higher education has yet to see similar case law securing access or benefits for 
undocumented students.  Instead, states and institutions are left to their own interpretation of 
immigration policies, enacting their own procedures as they see fit, which have been challenged, 
primarily in the areas of tuition and access.  Toll, et al. v. Moreno, et al. (1982) and Martinez, et 
al. v. University of California, et al. (2010) were cases debating the ability for immigrants to 
receive the benefit of paying in-state tuition or receiving educational benefits, focusing on 
domicile and residence.  The Martinez case secured in-state tuition for undocumented students, 
arguing that like Plyer, one group should not be denied and they are not receiving a benefit 
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beyond what citizens receive.  Arizona v. United States (2012) ruled on the ability, or lack 
thereof, for states to enact their own legislation considered preempted of federal law.  While 
legislation and case law determining undocumented students’ ability to seek higher education 
and benefits is left fairly undefined, the few cases listed above have impacted undocumented 
students, but also left a great deal to interpretation.   
The DREAM Act.  The Development, Relief, and Education for Alien Minors Act 
(DREAM Act) was introduced by Sen. Dick Durbin (D-IL) and Sen. Orin Hatch (R-UT) in 2001 
as bipartisan legislation to grant conditional residency and a path to citizenship for 
undocumented youth based on educational attainment or military service for the estimated 1.5 
million undocumented youth (Passel & Cohn, 2009).  The act was most recently defeated in 
congress in 2010 (“Appendix: The DREAM Act of 2009,” 2010).  As the act continues to float in 
the federal government, many changes have been made or suggested, including the possible 
restriction to students studying STEM fields.  Every year the DREAM Act is not passed, more 
undocumented youth face deportation and unknown futures, and many age out of eligibility 
(American Immigration Council, 2011). 
Deferred Action for Childhood Arrivals (DACA). DACA is a temporary placeholder 
for CIR, and this poem may be applied as it currently provides relief to some undocumented 
youth, but it could be detrimental in the end and is an illusion of the proposed DREAM Act.  
Introduced in June 15, 2012, DACA was a legislative change made by the Obama 
administration, allowing undocumented youth who would qualify for the DREAM Act to apply 
for two years of deferred action (Immigration Policy Center, 2013).  DACA recipients will not 
face deportation or immigration filings during this time and are provided additional benefits, 
such as work authorization and social security numbers.  Travel outside the country is still 
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restricted, but there are some cases when this is allowed, albeit, risky.  Every two years they may 
re-file, unless they age out at 31 years old.  The change provides temporary relief, but is not a 
permanent solution as there is no path to residency or citizenship.   
Not all students meet the guidelines and those filing pay a $465 fee and must re-file every 
two years.  The primary eligibility is under the age of 31 as of June 15, 2012; arrived before 
turning 16; continually living in U.S.; present in the U.S. without immigration status during the 
filing date and when DACA instituted; enrolled in school or obtained high school degree or GED 
or honorably discharged veteran; not convicted of felony or extensive unlawful acts; does not 
pose a threat to national security (U.S. Citizenship and Immigration Services, 2012). 
Deferred action was promoted as an administrative change to help undocumented youth 
in the absence of the federal DREAM Act.  Many students face deportation or immigration 
processes, which may stop their educational pursuits.  Deferred action allows students to have a 
sense of relief, alleviating some of the problems they face as undocumented students (Olivas, 
2012; Passel & Lopez, 2012).  There is a fear that those who have applied for DACA now have 
information on file with the federal government, so if the administrative filing was to be 
reversed, the information may be used against them.  DACA is not a path to citizenship and only 
a temporary relief while in place.  The challenges and barriers DACAmented students face are 
not all that different than undocumented students as there are still fears and limitations, including 
restrictions from federal and state financial aid, restrictions on traveling outside the country, 
employment restrictions, and limitations to future goals and plans because they will age out at 
31.  They may also be part of a mixed-status family and have family members facing 
deportation, or take on more family responsibility because they have some benefits.   
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Recently, DACA has been even more uncertain.  On September 5, 2017 the current 
president announced the end of DACA in an attempt to put pressure on the passage of 
comprehensive immigration reform.  The country has yet to see bipartisan support for 
immigration legislation as various partisan items are added to the legislation such as the border 
wall, a push by the current president.  Without the passage of CIR and the ending of DACA, 
many of those eligible or renewing have not been able to obtain DACA status.  In order to 
provide some relief, there is a temporary extension, but it only applies to those who currently 
have DACA allowing them to renew. 
State Legislation and Policies 
Due to the lack of federal immigration policy on higher education for undocumented 
students, many states have enacted their own legislation on tuition and access to postsecondary 
institutions.  Currently, there are 16 states and the District of Columbia with DREAM Acts or 
inclusive policies, encouraging undocumented student attendance by securing in-state resident 
tuition (ISRT) and/or different types of financial assistance .  Inclusive policy include California, 
Colorado, Connecticut, Florida, Illinois, Kansas, Maryland, Minnesota, Nebraska, New Jersey, 
New Mexico, New York, Oregon, Texas, Utah, Washington, and the District of Columbia 
(Darolia & Potochnick, 2015; National Conference of State Legislators, 2019; Serna, Cohen, & 
Nguyen, 2017).  Restrictive policies have been passed in some states.  Arizona, Georgia, and 
Indiana do not allow ISRT to undocumented students, while Alabama and South Carolina restrict 
undocumented students from enrolling in public institutions (Serna et al., 2017).  Wisconsin 
previously passed positive ISRT legislation, but it was revoked in 2011.     
Numerous studies have explored state policies relevant to ISRT and other immigration-
related policies (e.g. Amuedo-Dorantes & Sparber, 2012; Dougherty, Nienhusser, & Vega, 2010; 
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Kaushal, 2008; McLendon, Mokher, & Flores, 2011; Reich & Barth, 2010; Serna et al., 2017; 
Stewart & Quinn, 2012; Vargas, 2011).  Flores (2010) finds “the availability of an ISRT policy 
positively and significantly affects the college decisions of students who are likely to be 
undocumented as measured by an increase in their college enrollment rates.”  Amuedo-Dorantes 
and Sparber (2012) had similar findings where states with ISRT increased enrollment for 
undocumented students three to six percentage points, and there was not a decrease in enrollment 
for other groups.  States with positive ISRT policies create an encouraging environment for 
undocumented students towards higher education access.  
Some institutions and higher education systems within states have implemented their own 
policies.  Michigan, Maine, Hawaii, Rhode Island, and Oklahoma have board of regent policies 
providing ISRT (National Conference of State Legislators, 2019; Serna et al., 2017).  
Undocumented students are denied admission into some of Georgia’s selective institutions due to 
a policy passed by the state’s Board of Regents (Muñoz, Espino, & Antrop-González, 2014).  
North Carolina’s community college system decided to allow admission, but charge the higher 
out-of-state tuition rates for undocumented students (Oseguera, Flores, & Burciaga, 2010).   
Some states, such as Illinois, provide Driver’s Licenses to undocumented immigrants, 
while others restrict or have limitations, such as North Carolina who prints “NO LAWFUL 
STATUS” in bold red letters for DACA recipients (Wong, Upreme, Ecisions, Hiting, & Rizona, 
2014).  Currently, the federal government does not oversee a state’s ability to distribute or 
restrict driver’s licenses and it is seen as a privilege, not a right.  DACA does not provide the 
benefit of receiving a license or identification, only the DACAmented students living in certain 
states may obtain one (D’Ottavio, 2013). As the federal government declines to pass legislation 
on undocumented students in higher education, states will continue to determine policies, and the 
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federal government will only intervene if they feel it is preemptive (Lee, 2012).  Public 
institutions must follow state legislation, enacting policies and procedures aligning with state 
law. 
Illinois legislation and policies.  The Illinois DREAM Act (SB 2185) was signed in 
Illinois on August 1, 2011, making privately funded scholarships, college savings, and prepaid 
tuition programs available to undocumented students.  The Act requires trainings to be 
incorporated into existing high school college counselor preparation and certification so they are 
knowledgeable about resources for undocumented students, and able to guide and prepare them 
for postsecondary opportunities (Illinois DREAM Act, SB 2185, Public Act 097-0233, 2011).  
The Illinois DREAM Fund was established as part of the Act, allowing the collection of private 
donations for college scholarships for undocumented students.  The legislation fails to address 
requirements for public higher education professionals and institutions to support undocumented 
students.   
The Illinois DREAM Act also established a DREAM Fund Commission, to provide 
oversight of numerous activities, including the Illinois DREAM Fund scholarships, public 
awareness, and other activities related to supporting undocumented students within the state (110 
ILCS 947/67 new, Sec. 67).  The Illinois Governor, with guidance from members of the Senate, 
is in charge of appointing the Commission, which was done by the previous Governor Pat Quinn 
in 2012.  Searches for “DREAM Commission,” “DREAM,” and “Undocumented” on Illinois 
Governor Bruce Rauner’s official website did not return any results (“Illinois Governor Bruce 
Rauner,” 2018).  The link to the Illinois DREAM Fund (www.dreamfund.illinois.gov) is no 
longer functional and redirects to the current Governor’s homepage, and the website for the non-
profit organization overseeing the Illinois DREAM Fund is not currently operational 
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(www.illinoisdreamfund.org/).  The Facebook page for the Illinois Dream Fund 
(www.facebook.com/ILDREAMFund) is working, and applications for 2018 are available.  
Crain’s Chicago Business News reported in 2013 that the DREAM Fund Commission received 
over three times the number of applications they were expecting for the scholarships, totaling 
around 1,500 (Merrion, 2013).  The article also discussed the lack of funding for the Commission 
and supporting the ongoing efforts of the DREAM Fund. 
The Illinois Student ACCESS Bill (SB 2196) would go beyond the Illinois DREAM Act 
by providing state financial aid to in-state undocumented students attending 4-year public 
institutions in Illinois.  The website promoting this bill (http://www.studentaccessil.com/) 
estimates that 1,500 students would benefit if the bill were to be passed.  The bill passed in the 
Senate in 2016 and then passed by the Illinois House of Representatives Higher Education 
Committee in the same year and read on the House floor twice, but has yet to be decided.  The 
last action was in January 2017 as “Session Sin Die,” or adjourning for an indefinite period. 
Demographics 
There is an estimated 11.3 million undocumented immigrants in the U.S. as of 2016, 
which was a slight increase of 0.3 million from 2015, and represents around 3.4 percent of the 
entire U.S. population  (Krogstad, Passel, & Cohn, 2016; Passel & Cohn, 2009; Passel, Cohn, & 
Gonzalez-Barrera, 2013).  There has been a decline in the Mexican undocumented population 
since 2007, and an increase in the number from Asia and Central America.  The majority of 
undocumented residents have been in the U.S. for ten or more years, with 66 percent in 2014, 
compared to only 14 percent who had been in the U.S. for less than five years (Passel & Cohn, 
2016).  States have seen changing demographics, with the majority of states experiencing a 
decline in their Mexican undocumented population, and the majority of states who had an overall 
23 
higher undocumented population saw increases in the population from countries other than 
Mexico (2016). 
Approximately 65,000 undocumented students graduate from high school each year 
(Passel & Cohn, 2009).  Of those who are 18-24 years old, 48 percent are currently in, or have 
attended higher education, and when compared to the national average of 70 percent native 
students, and 73 percent legal immigrants, there is a large disparity (Dougherty et al., 2010).  
Bachelor’s degree or higher education completion rates are also lower than average, with only a 
15 percent completion for undocumented immigrants, to the 32 percent U.S. born, and 35 percent 
legal immigrant rates.  There was an estimated 1.5 million undocumented children under the age 
of 18 years old in the U.S in 2008.  In 2014 the number of unaccompanied minors crossing into 
the U.S. increased by tens of thousands, primarily from Latin America where poverty and 
violence was on the rise (Krogstad, Gonzalez-Barrera, & Lopez, 2014).  Poorly educated 
undocumented immigrants between the ages of 25-64 are well above the 8 percent U.S. average, 
with 47 percent of the population having less than a high school education.  From this group, 
one-fifth of these adults live in poverty, almost double the national average (Passel & Cohn, 
2009).   
The number of undocumented immigrants attending higher education has increased with 
positive state policies and federal executive orders (Amuedo-Dorantes & Sparber, 2012; Flores, 
2010; Garcia & Tierney, 2011).  An estimated 241,000 DACA-eligible youth were enrolled in 
college in 2014 (Capps, Fix, & Zong, 2017), which does not consider undocumented students 
who are not DACA-eligible for a variety of reasons, and that compares to an estimated 200,000 – 
250,000 total undocumented students enrolled in college in 2009 (Passel & Cohn, 2009).   
24 
DACA demographics. The Migration Policy Institute (MPI) estimates there are 1.32 
million undocumented youth eligible for DACA with the majority in the 18-26 year age group, 
and of those eligible, an estimated 689,800, or only 52-percent, have applied for DACA 
(Migration Policy Institute, 2014).  Those from Mexico, El Salvador, Honduras, Brazil, Peru, 
Ecuador, and Jamaica have the highest participation rates.  While those from Vietnam, China, 
Thailand, and South Korea have the lowest.  The majority of DACA recipients are single, and 
within the 16-25 year range.  The gender break-down is fairly even, with 52.6-percent female 
(MPI, 2014). 
Those eligible for DACA may not pursue for a variety of reasons.  An estimated 35 
percent of DACA eligible youth live below the Federal Poverty Level (FPL), and an additional 
31 percent live at 100-199 percent of FPL (Batalova, Hooker, Capps, Bachmeier, & Cox, 2013).  
The high fee of the application and renewal is restrictive to those unable to afford the costs.  
Undocumented immigrants have a lower high school completion, so many students who are 
currently eligible may become ineligible because they do not graduate or obtain their GED.  In 
addition, applying for DACA adds undocumented immigrants to a federal database, and for a 
vulnerable population and a volatile immigration climate is high risk. 
Illinois demographics. The Pew Research Center estimated around 400,000 
undocumented immigrants were in the State of Illinois in 2016 (Pew Research Center, 2019).  
While there was a decline in 2009 following the recession, there are no estimated changes since, 
and Illinois remains in the top six states which combine for 60 percent of the undocumented 
population (Krogstad et al., 2016; Passel & Cohn, 2009, 2016; Passel et al., 2013).  A U.S. 
Citizenship and Immigration Services (USCIS) report from September 2017 listed Illinois as the 
state with the third highest population of DACA recipients (2017).  Illinois has the same 
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estimated participation rate (52-percent) as the U.S. for those DACA-eligible who are 
participating in the program, or 35,600 out of 69,000 (Migration Policy Institute, 2014).  There is 
an estimated 18,000 who would be eligible if they completed the educational component (high 
school or GED), and 9,000 expected to be eligible in the near future (turning 16 year old).  
Illinois is fifth on the list of states with the highest DACA-eligible population, behind California, 
Texas, New York, and Florida.  Cook County within Illinois has the third highest DACA-eligible 
population out of all of the counties in the U.S., only behind ones in California and Texas (MPI, 
2014). 
Experiences of Undocumented Students in Higher Education 
Undocumented students encounter a variety of barriers, challenges, and unique 
experiences accessing and attending higher education.  Supporting undocumented students was 
at the center of the study, so it is very important to understand these students within higher 
education. This section breaks down the literature into a variety of areas covered by the research 
to provide a profile of undocumented students experiencing college from a variety of aspects.  
The literature covers areas including financial, sense of belonging, academic performance, major 
and career selection, among others.   
Financial 
The affordability of higher education is a large factor in access for all students.  Tuition 
costs, scholarships, grants, and financial aid packages play a key role in decisions to attend 
institutions, or college selection.  Undocumented students are not able to take advantage of many 
of the available financial programs alleviating some of the costs associated with a degree.  The 
undocumented population is highly price sensitive when it comes to higher education.  In states 
with ISRT, there is a positive effect on college attendance among undocumented students 
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(Flores, 2010; Flores & Chapa, 2009).  The lack of financial assistance has many implications, 
including matriculation to higher education, attendance at less costly and less selective 
institutions, selection of major, and continuous enrollment (Amuedo-Dorantes & Sparber, 2012; 
Contreras, 2009; Diaz-Strong et al., 2011; Drachman, 2006; R. M. Torres & Wicks-Asbun, 
2014).  Even if undocumented students are able to pay for the first semester, they are faced with 
paying tuition, housing, books, and many other costs, which is a constant struggle (Garcia & 
Tierney, 2011).  Typically, low-income college students are provided options to supplement their 
higher education costs with federal, state, and institutional grants and scholarships.  
Undocumented students (including those with DACA) are unable to access federal funds.  Only 
some states have legislation providing some form of state financial aid to undocumented 
students. As of last year, Serna et al. (2017) listed the following states as having in-state aid: 
Texas, New Mexico, California, Colorado, Minnesota, and Washington.  New legislation passed 
in April of 2018 in Connecticut, and May of 2018 in New Jersey.  The level and type of aid 
varies by state, from tuition vouchers/stipends in Colorado based on credit hours, to more 
substantial aid in states like Texas.  Undocumented students in other states are not provided 
state-funded financial support, and private and institutional scholarships vary. 
Most institutions have a high tuition discount rate, making the sticker price less 
intimidating through subsidies and opening access to low-income students while receiving 
tuition for those who can pay (Johnstone, 2010).  Most undocumented students are low-income, 
but do not receive subsidies (Amuedo-Dorantes & Sparber, 2012).  Texas, California, and 
Illinois currently have different types of financial assistance available to undocumented students 
through private scholarships (Olivas, 2012), but they do not tend to cover all costs so students 
and their families must pay the difference (Olivas, 2009).  Due to limitations on employment and 
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the undocumented population receiving lower paying positions, financing higher education is 
very difficult (Gildersleeve et al., 2010).  Society has put financial assistance in place to help 
certain marginalized populations based on geographic location, first generation, low-income, and 
academic achievement, but the undocumented population is unable to use the majority of these 
benefits due to systematic barriers, jeopardizing access, persistence, as well as the emotional and 
mental state of students (Diaz-Strong et al., 2011; W. Pérez et al., 2010). 
Cultural, Racial, and a Sense of Belonging 
Some undocumented students feel generalized to a certain group (e.g. Latina/o, 
immigrant, international, etc.) for which they may have little to nothing in common.  The 
generalization may happen by administrators, classmates, or friends, and may lead to feelings of 
seclusion.  Students express a feeling of “Ni de aqui ni from there” (Castro-Salazar & Bagley, 
2010), where they are not international students as they have spent their entire life in the U.S., 
but they are also do not feel like they belong to the U.S. because they are undocumented. 
Students who excel academically and have goals of higher education may be criticized by other 
undocumented students.  The feeling that they are unable to be part of their cultural group brings 
on a sense of isolation and questioning of their identity (Jewell, 2009). 
Undocumented students are influenced beyond borders, carrying contexts from their 
country of origin to the U.S. and decisions are impacted by both countries (Gildersleeve, 2010).  
College experiences and decisions are influenced by this dual-context, and the biculturalism may 
allow them to navigate between different spaces easily, receiving the benefits from both (Muñoz 
& Maldonado, 2012).  Understanding race, gender, and class of undocumented immigrants is 
important, instead of reverting to assimilation and acculturation models that poise immigrants 
poorly for success, drawing on deficiencies (p. 311).   
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Cultural wealth of undocumented students is different than others.  Due to the lack of 
resources in higher education for these students, they tend to seek out their own resources and 
seek support through community (Pérez Huber, 2009), or navigational capital (Muñoz & 
Maldonado, p. 294).  Understanding undocumented students within the right cultural and racial 
context and not generalizing is crucial as there are implications for admissions, college selection, 
retention, persistence, development, and other areas within higher education, and the way to 
assist students. 
The lack of documentation has an emotional toll on students due to fear of deportation, 
negative immigration discourse, discrimination, shame, anxiety, anger, despair, marginalization, 
stress, and uncertainty (W. Pérez et al., 2010).  The surrounding environment and immigration 
sentiment has a strong impact on student emotional status (Perez, Espinoza, Ramos, Coronado, 
& Cortes, 2009).  Many are weary of trusting people with their immigration status.  Stereotypes 
are prevalent, associating cultural identity with legal status (Galindo, Medina, & Chavez, 2005).  
Coping mechanisms are a way that undocumented students deal with the emotional problems, 
but combining these with challenges all students in higher education face adds to heightened 
feelings of depression (Arbona et al., 2010; R. G. Gonzales, 2011; Perez et al., 2009).  Negative 
terminology is prevalent in the U.S. towards undocumented immigrations, such as “illegal” or 
“aliens,” and students feel labeled in negative discourse.  Students are often asked what type of 
visa they have or their citizen status.  States that have passed laws which provide certain rights to 
undocumented students (or do not restrict rights), provides undocumented students to take on the 
label of the law, by stating they are a “AB 540 student,” such as in California (Abrego, 2008; 
Moreman & Non Grata, 2011).  DACA now offers a federally accepted label for undocumented 
students to use, allowing them to feel some sense of belonging or title when asked by others. 
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Students may act out in school as a result of the frustrations they feel with being 
undocumented (R. G. Gonzales, 2010).  Tracking systems in K-12 may place these academically 
talented students in courses, which do not prepare them for college and students may lack the 
encouragement and support they need.  Some undocumented students compensate for what they 
feel is a deficiency through academic honors, awards, civic engagement and extracurricular 
activities, where the lack of status propels them to excel (Chang, 2011; Ellis & Chen, 2013; 
Perez, Espinoza, Ramos, Coronado, & Cortes, 2010).  “Students construct new forms of 
citizenship, legitimating their claims to higher education access through their achievement. Their 
liminal status, however, contributes to the formation of conflicted, “in-between” identities” (R. 
M. Torres & Wicks-Asbun, 2014) 
The protected K-12 system and families may shield undocumented students from 
experiencing challenges and barriers associated with status until college, making the transition to 
adulthood especially difficult (R. G. Gonzales, 2011). 
While it is difficult to assess the total and direct impact immigration status has on the 
lives of these young people, . . . undocumented youth are under particularly severe 
psychological stress.  As children, they might not have fully experienced the impact of 
their immigration status, but during high school they become all too aware of the grim 
futures awaiting them in the United States: physically demanding low-wage, no 
opportunities for economic advancement, and sometimes even deportation. (Diaz-Strong 
et al., 2011) 
Beyond the usual human development students feel in the transition to higher education, 
undocumented students may be facing additional challenges to their identity and going through 
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difficult transitions without the community support at home.  Support programs and resources for 
undocumented students and encouraging peer support networks is essential (Hallett, 2013) 
Academic Performance 
Undocumented students have been found to share similar academic challenges in the 
areas of language and adjustment as other immigrant groups, but they show further barriers due 
to lack of resources, poor high school preparation, high stop-out and part-time rates, and high 
remediation rates (Dozier, 1998; Gildersleeve & Ranero, 2010; Rodriguez & Cruz, 2009).  Most 
undocumented students work full-time or hold various jobs to pay the tuition, diverting focus 
from academics.  The structure of high school tends to influence undocumented student 
attendance in higher education.  Smaller schools typically offer personal service, resources, and 
individualized attention, resulting in better outcomes, including securing financial resources, 
application filing, and preparedness (R. G. Gonzales, 2010).   
Resources, environment, and teacher characteristics are also very influential in 
undocumented student academic attainment in high school (Hill & Hawes, 2011).  
Undocumented students are considered at risk for many reasons, such as low parental education, 
high stress and uncertainty with immigration status, and low SES, but despite these aggravating 
factors, students with strong support systems of family, mentors, and who participate in 
extracurricular activities show a strong sense of resiliency (Perez et al., 2009).  Undocumented 
students find a sense of determination and support from their parents, who may not have a high 
level of education, but have sacrificed their own opportunities for those of their children and 
offer the love, support, and strong family values these students need (W. Pérez et al., 2010). 
  
31 
Major Selection and Career Pursuit 
Beyond the ability to pay the tuition, undocumented students must consider the cost 
benefits of obtaining a degree with limited job prospects due to legal status and limited 
employment authorization (Horwedel & Asquith, 2006).  Higher education typically provides 
higher paying and more selective job prospects to those who complete degrees (Johnstone, 
2010), but undocumented students are only eligible for a smaller number of these positions.  
“Students choose majors on the basis of preferences and/or abilities, previous educational 
attainment, and expected labor market returns under the assumption of rational expectations . . . 
for undocumented students, postcollege [sic] employment opportunities are limited because there 
is no pathway for legal work postgraduation [sic]” (Nores, 2010).  DACA has provided some 
access to positions because of the work authorization, but it is limited and temporary.  Some 
careers are unattainable due to background checks and requirements for residency or citizenship, 
medicine, and education (Ellis & Chen, 2013; Ortiz & Hinojosa, 2010).  State bar associations 
can make a decision about allowing undocumented law graduates to take the bar exam, but 
others are restrictive and those in the legal sector may run into problems (Federico, 2013).   
The climate of the major is also considered by students as there are some programs which 
may have a climate of restrictive views among students.  Programs which are highly competitive 
or which lack multicultural, social justice, equity, and equality may be less positive than those 
with a commitment to diversity and promoting courses focusing on ethnic studies (Herrera, 
Garibay, Garcia, & Johnston, 2013).  College and major selection are often considered by 
undocumented students to ensure they have a safe and supportive place in higher education.  The 
negative atmosphere may divert undocumented students away from their desired major or cause 
them to withdraw, emotionally or physically. 
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Undocumented students must consider college majors as some have international travel 
or internship requirements in a certain industry or agency.  Traveling, especially overseas is 
difficult or impossible for those without documentation, restricting many jobs.  Background 
checks at companies and the need to provide legal identification for tax purposes are large 
barriers, especially in post-college markets.  Undocumented students must weigh the advantages 
of obtaining a college degree and paying the high cost of tuition (Abrego & Gonzales, 2010).   
Some students may return to their native country if job prospects in the U.S. are low and 
they can secure a position at a global company where their bilingual and U.S. education will be 
in high demand (Jewell, 2009).  This may be a big decision for many students since a majority of 
them have been raised in the U.S. and do not have family in their home country, and the ability 
to secure a visa through employment to return is extremely difficult.  Other students may have to 
accept employment that is below what is attainable by other college graduates with the same 
credentials.  
Although undocumented students possess the same qualities, skills, and drive of their 
peers, they encounter unique obstacles when searching for a job…The hardest barrier that 
prevents undocumented college students from applying to any type of employment is 
their inability to produce the documentation that employers require. (Ortiz & Hinojosa, 
2010)  
Resources and Information 
Undocumented immigrants in higher education face the majority of their challenges due 
to the lack of resources (Garcia & Tierney, 2011; Pérez Huber, 2009).  “Undocumented students 
need both access and services to succeed—and often, they get neither” (Díaz-Strong, Gómez, 
Luna-Duarte, & Meiners, 2010).  Secondary and postsecondary institutions play a large role in 
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the ability for undocumented students to continue into higher education as they provide the 
information and resources students need.  If students do not know how to locate resources or are 
unable to secure financial support, they do not believe college is an attainable goal (Díaz-Strong 
et al., 2010).  College decisions are affected by schooling, family, employment and labor, 
migration, and other social and cultural factors (Gildersleeve, 2010).  Resources and information 
come in many forms, from financial, to academic, student services and extracurricular activities, 
support groups and community, and many other areas.  Some of the main areas where students 
need assistance are financial need and ineligibility to work or receive financial aid, career 
opportunities and lack of work authorization, rights within the U.S. despite inequality of 
opportunities, commitment to higher education in U.S., and lack of trust yet need for student 
affairs professionals’ support (Price, 2010, pp. 2–3). 
Valenzuela, et al. (2015) presents an institutional capacity framework for undocumented 
student support referred to as Institutional Undocu-Competence (IUC).  The framework includes 
the critical areas an institution should consider when building their IUC.  In addition, the 
researchers highlight the importance of an institution understanding the unique needs of their 
undocumented students, stating “in light of the variability of contexts that undocumented 
students navigate, we call on institutions of higher education to consistently and openly support 
this underserved population”  (Valenzuela et al., 2015).  There is not one model that fits each 
institution, or a specific set of actions implemented at every institution because of their unique 
and complex systems.  The IUC framework provides a better understanding of the areas 
institutions should consider when moving towards better support for undocumented students, but 
it is designed specifically for community colleges. 
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Assisting Undocumented Students 
As undocumented students continue into higher education, they are sometimes leaving 
their support system and a community which shielded them from challenges and offered 
encouragement.  “Both faculty and student affairs professionals can have a tremendous impact 
on undocumented Latina and Latino students. Often the motivation and sense of hope that 
undocumented students develop are attributed to these caring school professionals” (W. Pérez et 
al., 2010).  The impact a mentor and advocate on campus has on a student’s academic 
performance and experience is immense.  Gin (2010) highlights the need for administrators to be 
trained on how to assist undocumented students, remain open minded, understand the laws and 
regulations, should not make assumptions, promote peer mentors, and know about resources 
undocumented students can pursue.     
Administrators should encourage students to join student groups across campus to 
encourage integration with other students, creating networks which are not bound by their 
immigration status (W. Pérez et al., 2010).  Campus advisors are very familiar with the campus 
and activities for students and act as a referral system.  Understanding that undocumented 
students are especially in need of support systems and feeling a part of the campus is important. 
Many studies (ex. Gildersleeve & Ranero, 2010; Gildersleeve et al., 2010; Price, 2010; 
Schools, 2012) have highlighted how administrators and personnel may not know the unique 
barriers and challenges undocumented students encounter until they are approached by a student.  
“We may know that undocumented students are on our campus, but often do not know who they 
are, how many are enrolled, and whether we are serving them effectively” (Price, 2010).  It is 
important to understand the unique experiences of this population to offer support accordingly, 
as with other populations in higher education.  “If we are successful in creating these open and 
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supportive environments, it is not just our undocumented students who will benefit.  Our 
institutions stand to benefit greatly as well” (p. 3).  Services which meet the student needs, result 
in positive institutional outcomes while following the mission of academic and student affairs to 
assist and encourage students within higher education (Storlie & Jach, 2012).   
A continuing theme throughout the literature review is the important role campus 
administrators play in the lives of undocumented students in higher education, from the first to 
the last contact (Abrego & Gonzales, 2010). “Mediated by individual units within the structure 
and front-line employees who staff administrative windows and offices, the school experience of 
undocumented students is contingent upon favorable interactions with university bureaucrats” (p. 
150).  A large number of these students are first-generation and must rely upon the information 
they are able to collect from others, especially those in positions of student and academic 
services.  Community efforts across campus are important as they can help with the integration 
process.  College counseling sensitivity of undocumented students in the protected K-12 system 
is usually fairly high, especially in states such as Illinois where training is required.  
Administrators who encourage college attendance and assist undocumented students through the 
complicated path make a big difference.  It is very important for these students to continue to 
have support at the college level (Garcia & Tierney, 2011).  
Gonzalez, et al. (2015) highlight the importance of understanding how undocumented 
youth create their sense of self, and how professionals may positively help with their 
development.  “At the level of social context, adults who are in a position to shape the 
environments of Latina/o youth can focus on the promotive aspects of those contexts (e.g., 
positive role models, accurate understanding of or advocacy for laws/policies)” (Gonzalez et al., 
2015, p. 1206).  They emphasize the importance for professionals to understand the legal 
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implications and realistic challenges and barriers undocumented youth with face.  Gonzalez et al. 
state: 
It is useful to generate new examples of possible selves within the adolescent peer group, 
so that the level of commitment to the hopeful version of the future can be sustained 
when challenges are faced. This is not to dismiss the challenges of the inhibitive aspects 
of the legal environment for undocumented or mixed-status communities, but to provide 
a more effective counterbalance. (2015, p. 1207) 
Professionals need to be equally supportive and realistic with these youth, and fully understand 
there is a limit to the protection they are able to provide. 
Southern (2016) focuses on institutional agents at institutions in California and developed 
a three-phase institutionalization model based on support services for undocumented students, 
adapted from Kezar’s (2012) institutional change model.  Institutionalization refers to a standard 
practice within the bounded institution.  The model helps institutional agents understand their 
institution’s level of support for undocumented students: Phase 1 Foundational, Phase 2 
Emerging, and Phase 3 Institutionalizing.  Understanding the different phases of institutional 
practice and support helps to provide institutional agents with direction when devising a strategy 
for change and/or advocacy.  Different institutional practices may fall within different phases, 
requiring an individual plan for each area of practice or support.  While this model is only based 
on the results from one state (California), it provides some structure for how institutional agents 
may assess their institution’s practices and support.   
A small, but diverse group of institutions have implemented institutional policies, 
resources, and training programs to provide information and support for their undocumented 
population.  Toolkits, informational websites, guides, and program recommendations have been 
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created by organizations, including The United We Dream Organization (“United We Dream,” 
n.d.), University Leaders for Educational Access and Diversity (“uLEAD network,” n.d.), 
Association of International Educators (Albrecht & Williams, 2013), the National Association of 
Student Financial Aid Administrators (2018), among others, in order to assist students, and 
provide guidance to institutions and higher education professionals.  Despite the available 
literature, information, and resources for the undocumented student population, there are no 
universal requirements or guides for campus professionals, including advisors.  While 
institutions vary in campus culture, demographics, policies, programming, practices, academic 
professional training, and general support for undocumented students, the field of academic 
advising has created universal guides and research on serving specific populations, such as first 
year, low-income, probation, veteran, transfer, and many others (Folsom, Yoder, & Joslin, 2015; 
Gordon, 1992; Gordon et al., 2008).  A review of the literature discussing advisors serving 
undocumented students is provided in detail below. 
Institutional agents supporting undocumented students. Earlier studies focused on the 
undocumented student experience and highlighted the important role staff and faculty could 
serve.  Scholarship is growing which focuses on the interactions between undocumented students 
and institutional agents, or directly on the institutional agents, to better understand their 
experiences supporting undocumented students.  The following review highlights previous 
studies on institutional agents supporting undocumented students. 
Barnhardt, Phillips, Young, and Sheets (2017) explored campus diversity administrators, 
and how they may serve as institutional agents to help campuses become more able to support 
undocumented students.  They believe campus diversity administrators are in a position to create 
change on campuses, and they provide recommendations for practice to integrate support into 
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their roles.  This study is important as it emphasizes campus climate and institutional support for 
undocumented students, and highlights how initiating the change is directly connected to specific 
campus administrators. 
Stebleton and Aleixo (2015) found validation was important for undocumented student 
interactions with institutional agents and how students experiences were not the same as student 
expectations concerning the support and validation they would receive from these interactions.  
They recommend intentional engagement, familiarity of the needs and issues undocumented 
students face, and increased validation which requires knowing the strengths of undocumented 
students.  This study highlights the need for institutional agents to be knowledgeable and 
intentional about serving undocumented students (Stebleton & Aleixo, 2015). 
Policy implementation related to undocumented students falls under the purview of many 
different campus administrators.  Nienhusser (2018) interviewed institutional agents who set 
policies which impacted undocumented students at numerous community colleges in several 
states.  The study provided additional understanding to the role these institutional agents serve in 
policy implementation, how context impacts the role they serve, the influencing factors present, 
how policy vagueness and sensemaking are connected, and how the changing and complex 
context surrounding undocumented students at the local, state, federal, and institutional levels 
impact decisions.  Nienhusser (2018) emphasized the need to understand how policies are 
implemented within institutions to be able to change practice to ensure institutional agents are 
making education more equitable and attainable for all students, specifically undocumented 
students.  The study found many of these institutional agents were not knowledgeable about the 
unique needs of undocumented students.  Understanding the role all institutional agents serve in 
supporting undocumented students in higher education, especially those who have the power to 
39 
implement policy at the institutional level, emphasizes the need for everyone within higher 
education to be trained and knowledgeable about unique student populations. 
Contreras’ (2009) study provides an understanding of undocumented Latino student 
experiences, and how certain interactions with institutional professionals were impactful:   
The campus experiences of the undocumented student in this study included isolation, 
difficult interactions with school officials, and supportive relationships with individuals 
in specific campus offices that has a reputation for having a ‘welcome environment’ for 
(undocumented) students…for Latino students, specifically, perceptions of prejudice and 
discrimination on campus negatively affect educational aspirations and increase 
withdrawal behavior…the legal status of undocumented students has the potential to 
elevate levels of isolation and discouragement and incidents of discrimination by 
individuals who possess anti-immigrant sentiments. (p. 621) 
Creating a welcoming and supportive environment is important for undocumented students, and 
higher educational professionals may positively or negatively impact the student experience.  
This is especially important because as undocumented students continue into higher education, 
they are sometimes also leaving their support system and a community which shielded them the 
limitations and systematic and societal challenges of undocumented and status.  “Both faculty 
and student affairs professionals can have a tremendous impact on undocumented Latina and 
Latino students. Often the motivation and sense of hope that undocumented students develop are 
attributed to these caring school professionals” (W. Pérez et al., 2010).  The impact a mentor and 
advocate on campus has on a student’s academic performance and experience is immense.  
Administrators may also play a large part in facilitating the connection between undocumented 
students and a supportive campus community, such as student groups, to encourage integration 
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with other students, creating networks which are not bound by their immigration status (W. Pérez 
et al., 2010).  Campus administrators are very familiar with the campus and activities for students 
and act as a referral system.  Understanding that undocumented students are especially in need of 
support systems and feeling a part of the campus is important. 
Studies have highlighted how administrators and personnel may not know the unique 
barriers and challenges undocumented students encounter until they are approached by a student 
(e.g., Gildersleeve & Hernandez, 2011; Gildersleeve et al., 2010; Price, 2010).  “We may know 
that undocumented students are on our campus, but often do not know who they are, how many 
are enrolled, and whether we are serving them effectively” (Price, 2010).  In these college 
environments that are new to the undocumented student, their lack of documentation is typically 
kept secret and may bring feelings of shame or inability to fit into any group (Chan, 2010).  This 
may cause undocumented students to create dual identities; one which they portray in public, and 
the other they must keep secret to avoid problems due to legal and public opinion.  Each of the 
problems they face is unique to lack of legal status, and may threaten all or parts of their identity 
development during this crucial time of change. 
It is important to understand the unique experiences of this population to offer support 
accordingly, as with other populations in higher education.  “If we are successful in creating 
these open and supportive environments, it is not just our undocumented students who will 
benefit.  Our institutions stand to benefit greatly as well” (Price, 2010, p. 3).  Services which 
meet the student needs, result in positive institutional outcomes while following the mission of 
academic and student affairs to assist and encourage students within higher education (Storlie & 
Jach, 2012).  Administrators should be trained on how to assist undocumented students, remain 
open minded, understand the laws and regulations, should not make assumptions, promote peer 
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mentors, and know about resources undocumented students can pursue (Gin, 2010).  Stebleton 
and Aleixo (2015) found there was an “importance and impact of validating behaviors on 
undocumented Latino/a students from faculty members and other institutional agents on campus” 
(p. 267).  Undocumented students have to determine who they can trust, and once they open up 
to administrators, it is important they are provided acknowledgment and support. 
A continuing theme throughout the undocumented student literature is the important role 
all administrators on campus play in the lives of undocumented students in higher education, 
from the first to the last contact. Abrego and Gonzales (2010) highlighted the importance of all 
interactions, stating, “mediated by individual units within the structure and front-line employees 
who staff administrative windows and offices, the school experience of undocumented students 
is contingent upon favorable interactions with university bureaucrats” (p. 150).  A large number 
of these students are first-generation and low-income (Arriola & Murphy, 2010), and must rely 
upon the information they are able to collect from others, especially those in positions of student 
and academic services.  Administrators who encourage college attendance and assist 
undocumented students through the complicated path make a difference.   
Undocumented/DACAmented Status Competency (UDSC). Nienhusser and Espino 
(2017) created a framework for Undocumented/DACAmented Status Competency (UDSC), 
which is “centered on the awareness, knowledge, and skills necessary for higher education 
institutional agents to support undocumented and DACAmented students” (p. 1).  UDSC was 
developed based on an exploratory study using multicultural competency and informal theories, 
with a basic interpretive design exploring higher education institutional agents in California and 
Connecticut, two states considered to be “equitable” towards undocumented students due to state 
ISRT policies and/or state aid (Nienhusser & Espino, 2017).  The main focus of this study was 
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on “how higher education institutional agents have incorporated elements of UDSC in their 
practice” (Nienhusser & Espino, 2017, p. 11).  The participants were student affairs professionals 
working in areas such as admissions and recruitment, specifically those who implement policies 
impacting students. 
The findings of the study were divided into three areas focused on awareness, 
opportunities, and skills.  Awareness is based on what institutional agents believe undocumented 
students need, and the meaning they place on student populations.  Opportunities to increase 
knowledge for UDSC include both formal (courses, education, classroom-based, professional 
development workshops, listservs, etc.), and informal (one-on-one interactions and relationships 
with undocumented/DACAmented students).  Skills focuses on what institutional agents utilize 
when working with these students, including multicultural competence, consideration of the 
needs, understanding policies, empathy, and advocacy (Nienhusser & Espino, 2017). 
Nienhusser and Espino (2017) state the “ever-present danger that comes with their 
precarious immigration status” (p. 9), and highlight the need for higher education professionals 
to have an additional layer of understanding about the undocumented student population due to 
the complicated and unique status.  Nienhusser and Espino (2017) state “further studies are 
needed to understand higher education institutional agents’ awareness, knowledge, and skills in 
relation to UDSC” and they stress the importance of “examining UDSC in other settings (e.g., 
other states and four-year institutions) in an effort to see how context shapes professionals’ 
UDSC” (p. 13).  While the model helps to understand institutional agents supporting 
undocumented students more broadly, it does not provide an understanding of the various 
influences impacting the motivation for supporting undocumented students.  In addition, the 
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study explored institutional agents working in student affairs who implemented policy, and not 
on those working directly with undocumented students.   
Undocumented Student Literature Conclusion 
The literature on undocumented students is expanding as researchers understand the 
growing importance to continually study all students in higher education, and as immigration 
reform and policies have been in the forefront.  Studying the undocumented population is 
difficult as identifying individuals is challenging due to the sensitive subject, legal implications, 
and changing policies and procedures.  The majority of studies are qualitative due to the 
challenge identifying a large and accurate sample required of quantitative studies because of 
their sensitive status, which is not usually reported.  Most undocumented student quantitative 
studies focus on policies and finance issues. The research is also concentrated within certain 
states, primarily California and Texas to show states with positive legislation or programs for 
undocumented students, or Arizona, Georgia, or North Carolina, studying the effects of negative 
legislation or policies. 
Numerous studies on undocumented students emphasize the important role institutional 
agents serve in undocumented student experiences and higher education attainment.  Some 
studies have begun focusing on these institutional agents and the variety of roles they serve in the 
undocumented students experience from policy implantation to on-campus support.  Despite the 
research on this area expanding over the past few years, it is still limited and requires additional 
exploration.  Academic Advisors are important to student success, but no studies have explored 




Gordon, Habley, Grites, and Associates (2008) define academic advising as “situations in 
which an institutional representative gives insight or direction to a college student about an 
academic, social, or personal matter.  The nature of this direction might be to inform, suggest, 
counsel, discipline, coach, mentor, or even teach” (p. 3).  The role of an advising emerged in the 
1870s as colleges expanded and a prescribed curriculum was replaced by one with more course 
options and more complex requirements, requiring faculty to provide advisement to students 
(Gordon et al., 2008, p. 5).  During the early stages, advising was not thought of necessarily as a 
field, but more as a necessary function added to the role of faculty in response to the growth of 
higher education.  Academic advising developed to become more student-centered during the 
1930s and 1940s, providing students with holistic support.  The shift required those advising 
students to be trained in order to adequately support students in all aspects of the college 
experience.  Since the 1970s, academic advising has been an “examined” field, where theories 
have been borrowed from other fields, such as education and social science, to help understand 
advising as a profession and how advisors support students (Gordon et al., 2008).  Academic 
advising emerged as a higher education profession and key part of the student experience 
because of the complex student and the developmental impact an advisor has on a student, 
extending beyond course scheduling (e.g., Frost, 1991; Gordon, 1992; Gordon et al., 2008).    
While the structure of academic advising at different institutions varies, advisors have 
shared characteristics.  As access and capacity have increased at institutions, more students are 
attending higher education, and the larger more complex systems require advisors capable of 
assisting students as they navigate these structures.  Advisors support students at all levels of 
their journey, from their first year and beyond.   “Advisors are especially important because they 
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are among the first people new students encounter and are the people with whom students often 
have frequent interaction throughout the first year” (Gordon et al., 2008, p. 69).  There is a large 
transition into higher education for students, requiring the additional level of support an 
academic advisor is able to provide. 
Professionals who are both equipped to help students navigate degree curriculums, 
institutional structure, policies, procedures, as well as student development has become essential 
in higher education.  Advising is seen as a process concerned with human growth, and an 
essential part of student success due to the direct impact it has on student engagement and 
student development (Drake et al., 2013, pp. 9–13; Frost, 1991).  Student success depends on 
student decisions and behaviors during college, and advisors work directly with students at all 
stages of the college experience to assist with choices and behavior development (Drake et al., 
2013).  “Excellence in advising matters to the students with whom advisors work and to the 
institutions they serve” (Folsom et al., 2015, p. 3), and the quality of advising directly affects the 
student experience leading to success, persistence, and student/adult development.  In order to 
have a positive developmental impact, advisors must be intentional and possess the skills and 
competencies to work with students.   
Core Competencies 
The Global Community for Academic Advisors (NACADA) created core competencies 
for academic advisors in 2017 to guide and situate the advising practice, and the competencies 
are focused within three main areas of conceptual, informational, and relational components 
(NACADA: The Global Community for Academic Advising, 2017b).  NACADA (2017b).  
provides an overview of the components: 
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The Conceptual component provides the context for the delivery of academic advising. It 
covers the ideas and theories that advisors must understand to effectively advise their 
students.   
The Informational component provides the substance of academic advising. It covers the 
knowledge advisors must gain to be able to guide the students at their institution.  
The Relational component provides the skills that enable academic advisors to convey 
the concepts and information from the other two components to their advisees. 
(NACADA: The Global Community for Academic Advising, 2017b) 
 A vast amount of knowledge and skills ranging from personal to technical are required of 
advisors in order for them to be impactful, and a large and growing scholarship explores the 
different frameworks, theories, philosophies, and advising styles of this profession.  “To achieve 
excellence in their work, regardless of the specifics of their individual campus’ advising mission, 
all academic advisors must understand all three components and be able to synthesize and apply 
them as needed in academic advising interactions.” (NACADA: The Global Community for 
Academic Advising, 2017b).  Advisors strive to be experts within their position, effectively 
connecting students with the resources and programs they need throughout campus and beyond.  
The core competencies add to the profession of advising, providing expectations for those within 
the field. 
Academic Advising Theories 
Theoretical frameworks, perspectives, and models may be used to help enhance academic 
advising by providing a better understanding of the students, and helping to develop advising 
philosophies and practices.  Some of the approaches applied within academic advising are: 
Developmental Academic Advising, Learning-Centered Advising, Advising as Teaching, 
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Motivational Interviewing, Appreciative Advising, Strengths-Based Advising, Informed by Self-
authorship Theory, Proactive Advising, Advising as Coaching, Constructivism and Systems 
Theory applied to Advising, Socratic Advising, a Hermeneutic Approach to Advising, and 
Informal Theories (Drake et al., 2013).  Many of the theories and models are derived from 
sociology and psychology describing the process and transitions students make during college to 
help understand student development, and others providing guidance to the advising practice 
(Drake et al., 2013).  Some are broad and apply to most college students, allowing them to move 
through the models at their own pace based on their individual experiences.  Others explain how 
the world may see that individual, and how that individual may react to the world.  While others 
are specific to a certain ethnic, racial, gender, or other group.  All of these theories and models 
may help to gain a better understanding of where an individual is in discovering their identity or 
in what area they may see challenges to development with the understanding that there are many 
aspects to a person’s identity, and each person is unique.  Some of the main theories within 
academic advising focus on the developmental process of advising, and include Student 
Development Theory, Adult Development Theory, Career Development Theory, Moral 
Development Theory, and Learning Theory (Drake et al., 2013; Frost, 1991; Gordon, 1992).   
Chickering (1969) and Chickering and Reisser (Chickering & Reisser, 1993) identified 
seven vectors that students move within and develop throughout their college career, including: 
Achieving Competence, Managing Emotions, Moving Through Autonomy Toward 
Interdependence, Developing Mature Interpersonal Relationships, Establishing Identity, 
Developing Purpose, and Developing Integrity (as cited in Pascarella & Terenzini, 2005, pp. 21–
23).  These vectors are broad and students move through them at different rates and achieve 
different levels.  Marcia’s Identity Development Model (1966) has four different areas a student 
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may move within during their development: Foreclosed, Diffused, Moratorium, and Identity 
Achievement (as cited in Pascarella & Terenzini, 2005, pp. 23–24).  As students experience 
different crises and exploration of their identity, they move within these areas.  Depending on 
their commitment and exploration, they may or may not reach all four areas, or may circle 
through them at different times in life.  
Academic advising borrows from a variety of fields for guiding theories, but the 
uniqueness of the advisor, student, situation, and context makes it difficult to only apply formal 
theories (Drake et al., 2013).  Advisors work directly with students and draw from their own 
experiences with students to inform their practice.  Informal theories are those derived from 
experience which practitioners use to understand and react to certain situations.  Love (2012b) 
states “humans are sense-making machines; we cannot help but try to understand and give 
meaning to the events that occur around us.  We try very hard to figure out what will happen 
next” (p. 188).  Advisors may use certain theories to inform their practice and understand 
different aspects related to the way they support students, but each student and each situation is 
unique and informal theories advisors have developed over time help to inform their practice.  
The focus of this study is to understand Academic Advisor motivation to support undocumented 
students, and these experiences are individual to each advisor.  These advisors derive their own 
meaning from their experiences working with students, on their campuses, and based on other 
experiences unique to them, and each advisor has their own informal theories they utilize.  
Academic advising takes many forms and is employed differently by professionals as they find 
approaches or frameworks that fit their personality and style or the students they serve.   
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Academic Advisors Serving Unique Populations 
Individualized advising is very important as students have needs unique to their 
experiences, facing different barriers and challenges that go beyond a one size fits all type of 
advising.  Folsom, Yoder, and Joslin (Folsom et al., 2015) state “an effective advisor 
demonstrates the ability to work with each and every students who presents for assistance” (p. 
185) and highlight the importance of advisors to understand and develop cultural competency.  
Cultural competency in advising requires Knowing and Educating Oneself (including limitations, 
assumptions, and knowing the institution) and Understanding Diverse Students (asking questions 
about differing experiences, assumptions based on visible and invisible areas of diversity, 
assumptions based on other students on campus, characteristics of academic success and 
challenges, and types of support student and the campus has to address certain areas of diversity) 
(Folsom et al., 2015).  They state, “students who represent areas of diversity that are rare on 
campus may feel isolated and can benefit from identifying individuals like themselves as well as 
a campus community that welcomes their uniqueness” (Folsom et al., 2015).  Advisors must 
understand their positionality and approach students as unique individuals, not relying on 
assumptions. 
Student Development Theory supports individual advising, ensuring it is meaningful and 
deliberate (Frost, 1991, p. 1).  Museus and Ravello (2010) found advisors who are able to apply a 
multifaceted advising approach are more effective with racial and ethnic minority students at 
primarily white institutions.  The authors highlight the need for institutions and administration to 
support programs for targeted groups of students within racial or ethnic minorities, advisors to be 
genuine and take an interest in the students going beyond empathy, assist holistically with both 
academic and extracurricular areas and understand the challenges students face outside of the 
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classroom, and become active and invested in advising and assisting these students (Museus & 
Ravello, 2010).  “Identification of campus population groups is a first step in understanding the 
needs of different students.  Advisors who recognize these groups and tailor advising practices 
appropriately engage in a developmental process” (Frost, 1991, p. 23).  There is a need for 
advisors to build competency to support the unique needs of different student populations. 
Torres, Howard-Hamilton, and Cooper (2003) stated that there are cultural and societal 
issues that have a large impact on identity development.  They found numerous outside 
influences that hinder or shape parts of identity development, mainly in race and ethnicity.  
Many minority groups are struggling to create their identity as an American, but there is a group 
that has historically been the racial superior.  Further in their analysis, Torres et al. (2003) look at 
the theory of oppression and how a population may not be able to determine their future, instead, 
they follow the path others have set for them.  This view has a large impact on the identity 
development of an individual.  “Without the critical consciousness to become self-determining 
rather than self-deprecating, the oppressed will continue to allow the oppressor to make choices 
for them that will limit their freedom” (p. 20).  Providing students with the support they need, 
especially those from unique groups who have not traditionally been served based on their 
specific needs, help give them a voice.  They state that as “people accept oppression in their 
lives, they become dehumanized” (p. 20) and “live in a culture of silence or have no voice when 
determining their destiny” (p. 19).  Advisors have the impact to change how these students attend 
college and their experiences along the way through providing meaningful and intentional 
advising based on each individual student. 
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Literature Review Summary 
The immigration context, including federal and state legislation, policies, and procedures 
are important to understand as they guided the study on the macro level.  The volatile political 
climate has direct implications on the undocumented population and those who serve them 
(Muñoz, 2017; Muñoz et al., 2018).  Demographics of the undocumented population and 
attendance within higher education provide additional information on this unique group 
(Batalova, Hooker, Capps, & Bachmeier, 2014; Pew Research Center, 2019).   
Reviewing the literature on undocumented students there is an emphasis on the support 
undocumented students need within higher education due to the barriers and challenges unique to 
their immigration status (e.g., Castro-Salazar & Bagley, 2010; Gildersleeve & Hernandez, 2012; 
W. Pérez et al., 2010).  Supportive institutional agents knowledgeable about how to support 
undocumented students provide a better higher education experience and positive outcomes for 
undocumented students (e.g., Barnhardt et al., 2017; Stebleton & Aleixo, 2015).  The UDSC 
framework helps to understand how higher education institutional agents support undocumented 
students, outlining the knowledge, awareness, and skills necessary (Nienhusser & Espino, 2017).   
The field of academic advising has expanded over the year due to the positive impact 
advisors have on students during college, and the development of academic advising standards 
and values, promoting it as a profession (e.g., Gordon, 1992; NACADA: The Global Community 
for Academic Advising, 2017a).  Advisors are important to student development and success in 
higher education, especially as students adjust to the new environment, navigate various 
challenges, and work towards degree completion (e.g., Drake, 2011; Frost, 1991; Gordon et al., 
2008).  There is a need for advising practices centered around cultural competency and 
supporting the unique needs of different student populations (Folsom et al., 2015; Frost, 1991). 
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 Despite the literature providing strong support for advisors supporting undocumented 
students in higher education, there is a lack of research to understand the connection.  There is 
also a gap of research on why institutional agents are motivated to support undocumented 
students.  Understanding the factors that lead to why an institution agent is motivated to support 
undocumented students, will help to build on the current literature. 
Conceptual Framework 
In order to understand advisors supporting undocumented students, this study draws from 
two main theories: Systems Theory (Bertalanffy, 1968; Laszlo, 1972) and Institutional Theory (J. 
W. Meyer, 1977; J. W. Meyer & Rowan, 1977; Scott, 2005).  These theories provide a better 
understanding of the complexity of influences (personal, institutional, and political) on advisor 
motivation to support undocumented students. 
This section discusses the concepts helping to guide the various aspects of the study, and 
I provide a conceptual model of advisors supporting undocumented students in higher education 
to better understand how these concepts are integrated together within this research.  Chapters 4 
Findings and Chapter 5 Discussion incorporate how the conceptual framework helps guide the 
design and interpretation of the study. 
Systems Theory 
The development of systems theory began with theorists such as Bertalanffy (1968) and 
Laszlo (1972), but the origins are rooted even earlier when the concept of system evolved in 
European philosophy (Bertalanffy, 1972, p. 407).  Systems theory provides an understanding 
through a philosophical lens that most systems are open, where there are various influences by 
the surrounding context or environment, and there is a need to understand the system as a whole, 
instead of isolating certain areas of interest.  Current applications of systems theory are used in a 
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variety of fields to help understand system structures and behaviors, and how they are 
interconnected.  There has been growth in creating a general systems theory to provide additional 
structure and enhance communication across disciplines, but more focus needs to be done on the 
development to create a universally used model (Rousseau, 2015). 
 Systems theory is helpful within the field of academic advising to better understand the 
various factors impacting practice (Bridgen, 2017; Drake et al., 2013; Tukey, 2013).  Tukey 
(2013) states “a more accurate picture of academic advising derives from a systems view 
focusing upon the process and functional relationships that influence students, advisors, 
departments, advising units, and administrators” (p. 6).  Considering the larger system in which 
an academic advisor is functioning helps to better understand how they advise students.  “The 
advising system includes sources of information and policy making that affect how the advisor 
advises students” (Tukey, 2013, p. 8).  These sources come from various areas within the 
academic advisor’s system, including their unit, the institution, students, the academic advising 
profession, and beyond.  In order to understand academic advisor behavior and advising in 
general within an institution, Tukey (2013) emphasizes the need to understand the broader and 
more intricate system of advising. 
Bridgen (2017) believes advising actions are more definitive in explaining an advising 
system, rather than stated goals and missions of academic advising.  “Although scholars and 
practitioners attempt to define advising theory, philosophy, and policy to explain the way 
advising ought to be practiced, the purposes and identity of a system is best understood by 
system behavior” (Bridgen, 2017, p. 9).  There is a need to understand the experiences of 
advisors and how they behave within a system and the complexities of the system, in order to 
understand a central issue.  “Examination from the perspective of systems theory provides a 
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holistic view of advising” (Bridgen, 2017, p. 9)  Bridgen (2017) uses systems theory to explore 
the identity of academic advising at one institution.  The case study method allows for an 
understanding of the various influences within Bridgen’s (2017) study helping to understand the 
intricacies of the system and how they operate in practice.  
Systems theory helps to explore the various influences impacting advisors as a system, 
specifically “the four essential elements of any advising interaction- the student, advisor, 
institution, and external influences” (Drake et al., 2013, p. 184).  Understanding these areas with 
a comprehensive and holistic view of the system provides a better understanding of academic 
advising.  Musser (2010) provides a diagram on the Intricate complexities of the four influences 
on advising per mind map (see Figure 2.1 below), offering a better understanding of advising as 
a system, and the four main areas of influence: Advisor, Institution, Student, and External Forces
 
Figure 2.1 Intricate complexities of the four influences on advising (from Drake, Jordan, & Miller, 2013, p. 190) 
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(from Drake et al., 2013, p. 184).  The mind map shows both direct and indirect interactions 
among the influencing areas, as well as subareas. 
Understanding advisors supporting undocumented students requires an exploration of the 
broader systems in which advisors function.  “We will be in a better position to assess and 
improve advising if we examine the various transactions in the advising system that both a) 
influence the quality of advising for students and b) enhance the advising by staff and faculty” 
(Tukey, 2013, p. 6).  Systems theory provides an emphasis on exploring the system surrounding 
the issue holistically, and not attempting to isolate particular items within the system.  While it is 
important to understand advisors operating within a complex system of influences, Melander 
(2013) states “advising systems operate within the context of the institution’s educational and 
organizational environment” (p. 84).  Institutional theory, described in the following section, 
helps make sense of academic advisor behaviors within an institutional context. 
Institutional Theory 
To understand the experiences of advisors functioning within the context of higher 
education, it is important to explore the structure in which they exist, and how institutional 
agents, such as advisors, interact within these environments.  Institutional theory was derived 
from several fields within the social sciences, including sociology, political science, and 
economics, during the late nineteenth and early twentieth centuries (H.-D. Meyer & Rowan, 
2006; Scott, 2005).  Taking a sociological view, Scott (2005) states “institutional theory attends 
to the deeper and more resilient aspects of social structure.  It considers the processes by which 
structures, including schemas, rules, norms, and routines, become established as authoritative 
guidelines for social behavior” (p.1).  These constructs apply across a variety of specific 
organizations, and are normal expectations that carry an expectation of being followed. 
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Educational studies of institutional theory derived primarily from sociologists searching 
to understand the institutional contexts surrounding policy, practice, change, cultural forces, and 
the various individuals within these systems.  As institutional theory has expanded, researchers 
found education to be unique as the focus is less on efficiency and systematic processes, but 
instead driven by legitimacy to varying agendas, including government agencies and 
accreditation bodies (J. W. Meyer, 1977; J. W. Meyer & Rowan, 1977; Scott, 2005).  The 
purpose of education as an institution is to be a place of knowledge and to distribute knowledge 
to others.  Institutions are self-sustaining and follow rules, habits, laws, conventions, and other 
formal and informal social constraints, and are not administrated centrally.  Burch (2007) states 
that institutional theory may help “how organizations adapt to changing conditions within their 
environments and the break between organizational design and actual practice” (p. 84).  Studies 
may use institutional theory to explore the relationship between larger social and cultural norms, 
with organizational behavior.   
“Organizations are social units (or human groupings) deliberately constructed and 
reconstructed to seek specific goals” (Gross & Etzioni, 1985, pp. 5–6).  Organizations, such as a 
university, are unified by a common goal and identity, comprise of a hierarchical structure, 
follow enforced rules, and include various structures of social relationships.  External 
constituencies (federal, state, local, and others) and the socially accepted construct of education 
exert a lot of force on educational organizations to follow normative practices.  Higher education 
institutions may have unique characteristics, such as size, type, and location, but the shared 
purpose and expectation of these educational organizations are to provide knowledge.  The 
classification of an institution (purpose, size, image) provide insight into the institution, such as 
operation, decision making, problems, and structure (Davis, 2003).  Institutions tend to make 
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deliberate choices to follow the commonly accepted norms of the organizational field of 
education, which may limit the discretion of an institution to engage in behavior which may be 
considered risky.  Institutional theory provides an understanding that while individual higher 
education institutions may have different purposes, images, or other characteristics which are 
important to explore from an organizational behavior perspective, all higher education 
institutions share normative practices. 
The culture of an organization encompasses the values, beliefs, and meaning, and have a 
direct impact on how people behave within the system, or the climate (Peterson & Spencer, 
2006).  Understanding an institution as a unique system with a culture and climate highlights the 
importance of understanding individual experiences from within a certain structure.  Peterson 
and Spencer (2006) define culture as the “dominant behavioral or belief pattern that reflects or 
holds the institution together” and the climate as “the current common patterns of important 
dimensions or organizational life or its member’s perceptions of and attitudes toward those 
dimensions” (p. 7).  Culture is more descriptive of the organizational structure or how an 
institution is bound, where climate is what exists within.  Peterson and Spencer (2006) state: 
 “The major features of climate are (1) its primary emphasis on common participant 
views of a wide array of organizational phenomena that allow for comparison among 
groups or over time, (2) its focus on current patterns of beliefs and behaviors, and (3) its 
often ephemeral or malleable character.” (p. 8) 
Students, staff, faculty, and administrators all function within the institutional climate with some 
shared beliefs and behaviors, but they also act as independent actors with different experiences 
and interpretations.  Understanding organizational culture provides insight into an institution and 
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those operating within the system, and increases the effectiveness of decision making and 
developing change strategies (Davis, 2003). 
Research has brought attention to the important purpose higher education institutions 
serve in supporting undocumented students (e.g., DeAngelo, Schuster, & Stebleton, 2016; P. 
Pérez & Rodríguez, 2011; Perez, 2010).  Studies, as described in the earlier literature review, 
provide a better understanding of the institutional climate (Muñoz & Vigil, 2018), policy 
ambiguities or inconsistencies within and among institutions (Gildersleeve & Hernandez, 2012; 
Nienhusser, 2013; Salinas, 2013), as well as the variable institutionalized support institutions 
offer (Southern, 2016; Valenzuela et al., 2015).  The research on undocumented students 
emphasizes the importance of understanding the institutional context and bounding the study 
within an institution due to the unique environment with varying levels of support for 
undocumented students, and higher education professionals operate within these systems.   
Institutional theory helps to explore social structures and how the unique aspects of an 
institution impacts those operating within the system of education, but also allows for the 
understanding of the individual agents within these institutions.  Advisors work within 
institutions, and as described by Melander (2013),  “advising systems operate within the context 
of the institution’s educational and organizational environment” (p. 84).  There are set 
expectations across the field of higher education as well as academic advising, and this 
normalizes the behavior of those operating within these systems.  While these environments have 
influence on advisors and behaviors and norms may be viewed collectively to gain a better sense 
of what may be shared, institutions do not dictate individual behavior.  “Although policy designs 
and behavior are connected to larger social and cultural beliefs, these frames can change as 
people go about their work and as they implement policies and plans” (Burch, 2007, p. 84).  
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Institutional agents, such as advisors, are individual actors who are interpreting policies, 
procedures, and behaviors based on their own experiences and viewpoint. 
Institutional agents. Sewell (1992) discusses the complexities of “structure,” stating 
“structures tend to appear in social scientific discourse as impervious to human agency, to exist 
apart from, but nevertheless to determine the essential shape of, the strivings and motivated 
transactions that constitute the experienced surface of social life” (Sewell, 1992, p. 2).  Social 
structures, such as institutions, do not remove the importance of understanding the individuals, or 
agents, within these structures.  “To be an agent means to be capable of exerting some degree of 
control over the social relations in which one is enmeshed, which in turn implies the ability to 
transform those social relations to come degree” (Sewell, 1992, p. 20).  While institutions 
provide some context in which an Academic Advisor operates and has some influence on their 
actions, it does not define their actions as they still act on behalf of themselves as an agent. 
Institutional agents are “an individual who occupies one or more hierarchical positions of 
relatively high-status and authority…(who) manifests his or her potential role as an institutional 
agent, when, on behalf of the adolescent, he or she acts to directly transmit, or negotiate the 
transmission of, highly valued resources” (Stanton-Salazar, 2011, p. 1067).  Higher education 
institutions are complex to navigate, especially for students who may not enter with the save 
level of institutional capital as others.  Institutional agents may provide support in a number of 
different ways, and serve a pivotal role in student success, especially for students who are 
typically underserved within educational institutions. 
Higher education is a hierarchical system requiring social capital to navigate, and leads to 
inequity.  “Social capital consists of resources and key forms of institutional support embedded 
in multilayered system of social structures…which, in turn, is embedded in complex and usually 
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hierarchical structures found in formal and complex organizations and institutions (e.g., schools, 
universities, firms, corporations)” (Stanton-Salazar, 2011, p. 1083).  Lack of social capital makes 
systems such as higher education institutions more difficult to navigate.  Using social capital 
from Bourdieu’s theory of social reproduction, Stanton-Salazar (2011) provides a framework 
institutional agents play in supporting low-status youth within an educational system.  Stanton-
Salazar (2011) characterizes the different roles an Institutional agent may play when supporting 
students, which include Direct Support (Resource Agent; Knowledge Agent; Advisor; Advocate; 
Networking Coach), Integrative Support (Integrative Agent; Cultural Guide), System Developer 
(Program Developer; Lobbyist; Political Advocate), and System Linkage and Networking 
Support (Recruiter; Bridging Agent; Institutional Broker; Coordinator).  The capacity in which 
institutional agents serve varies based on individual student needs and individual scenarios.  As 
these areas are all reliant upon the social capital the institutional agent possesses, it is important 
for them to increase their cultural competency in different areas to adequately support a diverse 
student population.  
Extending beyond institutional agents, Stanton-Salazar (2011) believes Empowerment 
Agents are set apart due to their motivation and ideology in supporting students from 
marginalized groups, or those who face inequities due to systems not being set-up to address 
their needs.  Empowerment agents are not just problem solvers, but they go beyond providing 
support by demonstrating a “transformation of consciousness” (Stanton-Salazar, 2011, p. 1091), 
working “to redistribute resources according to motives articulated in the service of social justice 
and counterstratification” (Stanton-Salazar, 2011, p. 1085).  These agents understand the 
challenging structures created by society and the disadvantage certain students have, and they are 
61 
compelled to act on behalf of these students, going beyond the established norms, beliefs, and 
customs. 
 Studies are starting to provide a better understanding of institutional agents supporting 
undocumented students within higher education (Barnhardt et al., 2017, 2013; Nienhusser, 2018; 
P. Pérez & Rodríguez, 2011).  As discussed earlier in the literature review, Nienhusser and 
Espino’s (2017) Undocumented/DACAmented Status Competency (UDSC) framework 
emphasizes the need for higher education professionals to have specific awareness, knowledge, 
and skills to support this unique population.  Institutional agents increase their UDSC both 
formally through trainings and education, and informally through direct student interactions.  
The research providing the framework was exploratory, and focused on student affairs 
professionals as institutional agents implementing UDSC within their practice specifically 
related to policy implementation.  The UDSC framework helps to understand higher education 
professionals supporting undocumented students and the competencies specific for 
undocumented and DACAmented students, but this framework does not answer the question of 
why institutional agents become more aware, knowledgeable, and build skills to support 
undocumented students.  My study focuses on advisors who have expanded their UDSC, 
providing a better understanding of why.    
Conceptual Model 
Systems Theory (Bertalanffy, 1968; Laszlo, 1972) and Institutional Theory (J. W. Meyer, 
1977; J. W. Meyer & Rowan, 1977; Scott, 2005) provide a framework to better understand the 
complexity of influences (personal, institutional, and political) on academic advisor motivation 
to support undocumented students, while making sense of shared behaviors and actions within an 
institutional context.  Motivation and ideology are important to the role of an institutional agent 
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(Stanton-Salazar, 2011) and provides a connection to Undocumented/DACAmented Status 
Competency (UDSC) (Nienhusser & Espino, 2017).  Using these concepts, I developed a model 
for Academic Advisors Supporting Undocumented Students in Higher Education (Figure 2.2).  
Conceptual models help to connect relationships between variables in a clear visual format.    
This model helps to understand the holistic system of influences impacting academic advisor 
motivation, which previous models and framework have not explored.  Academic advisors, as 
institutional agents, work within a system with various influences.  These influences impact how 
an academic advisor behaves within the system.  The model should not be viewed as stationary, 
where an academic advisor is only motivated to build their UDSC once, but instead, the model 
provides a better understanding of the motivation at the time of the study, as the context and 
system may change over time.  The focus of this study is not to determine the influences on an 
institution or the level of conformity of the institution within the field of education, so the model 
does not reflect the relationship between motivating factors.  Instead, the advisor is at the center 
of the model, and the exploration is limited to the direct connection of the motivating factor to 
the advisor.   
Figure 2.2 Conceptual Model of Academic Advisors Supporting Undocumented Students 
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Political, institutional, and personal influences. The focus on political, institutional, 
and personal factors in the conceptual model is based on the literature, discussed previously in 
this chapter.  Studies emphasize the strong impact the political environment has on 
undocumented student experiences (Muñoz et al., 2018; C. Nguyen & Kebede, 2017; Nienhusser 
& Oshio, 2018), and is the reason the political context is explored.  Changes to the political 
climate, such as dialog and policies, and how they impact motivation to support undocumented 
students within higher education is of interest.  As described earlier, those operating within 
institutions have patterns of shared beliefs, and defining the cases as institutions13 allows for a 
better understanding of these structures.  Institutional missions, resources, and organization may 
influence academic advisor motivation and are therefore important to this study.  Last, academic 
advisor’s experiences and beliefs are essential to explore as they are individual actors with 
control over their actions.  While other factors such as political and institutional within the 
system may influence academic advisor behavior, they do not dictate how the individual person 
will react.  The personal factors help to understand the uniqueness of each academic advisor, and 
while larger interpretations of behaviors are explored within and across institutions, they do not 
explain the complexities of individual experiences. 
Conceptual Framework Overview 
The literature, as discussed earlier in this section, emphasizes the connection between 
different contexts, such as political and institutional, on institutional agents, and separate 
                                                 
 
 
13 Chapter 3 provides details about the cases, including the selection and detailed overview. 
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literature connects institutional agents to undocumented student support in higher education 
(UDSC).  Connecting the influential factors towards supporting undocumented students has not 
been previously studied.  A conceptual model using existing theories and frameworks guide this 
study from design to the interpretation.  Systems theory (Bertalanffy, 1968; Laszlo, 1972) 
provides the main structure for this study as there is not a focus on one motivating factor or 
understanding one isolated influence on academic advisor motivation.  Instead, this study aims to 
understand a variety of influencing factors, including personal, institutional, and political.  
Institutional theory (J. W. Meyer, 1977; J. W. Meyer & Rowan, 1977; Scott, 2005) explores 
shared norms of higher education institutions, and organizational behavior and culture explores 
individual institutions and institutional agent actions.  The multiple-case study design using 
institutions as cases allows for exploration of different structures, attempting to understand 
shared behaviors among advisors all higher education institutions, and those which may be 
unique.  Advisors have control over their own actions within systems as institutional agents 
(Stanton-Salazar, 2011), and while various factors may have an influence on their practice, they 
are able to mobilize and make decisions about how to behave on their own behalf, such as 
building their UDSC (Nienhusser & Espino, 2017) and supporting undocumented students.  The 
conceptual framework provides the foundation and structure for this research study and the 
connections are discussed within the following chapters. 
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CHAPTER 3: RESEARCH METHODOLOGY 
This research study is an exploration of how and why academic advisors become 
motivated to support undocumented students in higher education with a specific focus on 
personal, institutional, and political factors.  This chapter describes the qualitative research 
methods used to investigate the research question and subquestions:   
1) Why are academic advisors motivated to support undocumented students?  
a) How do academic advisors view their experience supporting undocumented 
students? 
b) How do personal, institutional, and/or political factors and context impact 
academic advisors experience supporting undocumented students?  
This is a qualitative study using a multiple-case study design exploring advisors at three four-
year higher education institutions in the State of Illinois.  Data was collected through online 
surveys (Measure 1), in-person interviews (Measure 2), and an in-depth document collection 
(Measure 3), providing a rich understanding of the institutions, as well as additional depth to 
concepts and the context within this study.  
This section begins with the research design, including the rational for the use of the 
qualitative multiple-case study approach.  Next, the research procedure is discussed, providing 
an understanding of the context important to consider for this study, the site and participant 
selection, data collection procedures, and data analysis.  The chapter concludes sections 
describing reliability and validity, limitations, and the research assumptions, lens, positionality, 
bias, and motivation.  The conceptual framework described at the end of Chapter 2 provides an 
understanding of how the research problem was approached and interpreted, and is discussed 
within the following sections and chapters, as it relates to various aspects of the study. 
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Approval to conduct the following study was received from the Institutional Review 
Board (IRB) at the University of Illinois at Urbana-Champaign on December 20, 2017 (IRB 
#18455, Appendix A). Approval for IRB Amendment 01 was received on June 18, 2018 
(Appendix B), following recommendations from the preliminary exam committee to adjust some 
of the survey questions and modify the site section to three specific campuses prior to the online 
survey (Method 1).14 
Research Design 
Educational research has a variety of approaches, each encompassing different 
philosophical assumptions, resulting in different knowledge claims, strategies of inquiry, and 
methods.  Creswell (2003) states “Preliminary steps in designing a research proposal… are to 
assess the knowledge claims brought to the study, to consider the strategy of inquiry that will be 
used, and to identify specific methods” (p. 5).  Based on preliminary steps a researcher may 
determine if a quantitative, qualitative, or mixed methods approach best fits the study.  
Developing the problem statement, research questions, and reviewing the literature, help guide 
the researcher towards the approach.   
Similarities exist between quantitative and qualitative studies, but it is the distinct 
differences which lead a researcher towards their approach.  Qualitative research problems focus 
on a central idea, instead of providing a hypothesis.  “Rather than determining cause and effect, 
predicting, or describing the distribution of some attribute among a population, we might be 
                                                 
 
 
14 Online survey (Method 1) and other data collection is described in a below section. 
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interested in uncovering the meaning of a phenomenon for those involved” (Merriam, 2009, p. 
5).  Qualitative studies tend to collect more open-ended data which does not have pre-set 
responses, and the data is usually full responses or words and images, instead of primarily 
numeric values.  Statistical analysis is typically not utilized in qualitative studies, but instead, 
data is usually coded for themes and categories, based on words or meanings.  Studies may be 
approached from a quantitative, qualitative, or mixed-method approach, but the research design 
and conclusions will be different (Creswell, 2011, p. 19).  Researches should select an approach 
which closely aligns with what they hope to explore within the study.  The focus of this study is 
to understand Academic Advisor experiences which are best answered by open-ended responses, 
so a qualitative research approach, as described in the following section, is the best fit for this 
study. 
Qualitative Research 
Qualitative research allows a central phenomenon to be explored through individual 
experiences with an inductive approach (Creswell, 2011; Merriam, 2009; Merriam & Associates, 
2002).  Maxwell (2004) states “the strengths of qualitative research derive primarily from its 
inductive approach, its focus on specific situations or people, and its emphasis on words rather 
than numbers” (p. 22).  The emerging design allows the researcher to explore areas more in-
depth or adapt the focus of the study throughout the research process as necessitated in order to 
gain a full understanding of the central issue or phenomenon.  The research design is ongoing, 
there is a constant need to evaluate and assess the different processes within the design as well as 
the alignment, and there are no set steps or procedures, but instead they act as adaptable guides 
(Maxwell, 2004, p. 3). 
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A qualitative approach allows complex levels to be explored, as there is a central 
understanding that experiences are unique as they are impacted by layers of societal context, 
background, and interactions.  Taylor and Bogdan (1998) provide their notion of qualitative 
research:  
(1) Concerned with the meanings people attach to things in their lives. . . . understanding 
people from their own frames of reference and experiencing reality as they experience it. 
. . . empathize and identify with the people they study in order to understand how those 
people see things.  (2) Inductive. . . . develop concepts, insights, and understandings from 
patterns in the data rather than collecting data to assess preconceived models, hypotheses, 
or theories.  (3) Looks at settings and people holistically; people, settings, or groups are 
not reduced to variables, but are viewed as a whole. . . . studies people in the context of 
their pasts and the situations in which they find themselves.  (4) Concerned with how 
people think and act in their everyday lives. (Taylor & Bogdan, 1998, pp. 7–8) 
Collecting and analyzing descriptive data through open-ended interviews and other methods 
provide a unique and valuable perspective in understanding a central phenomenon or issue.  The 
qualitative approach is “explicitly attending to and accounting for real-world contextual 
conditions… [and] contributing insights from existing or new concepts that may help to explain 
social behavior and thinking” (Yin, 2016, p. 9).  A qualitative study helps to make sense of the 
world with specific interest in the context. 
The focus of this research study is to understand how and why advisors are motivated to 
serve a particular student population and to explore these experiences within personal, 
institutional, and political contexts.  A qualitative approach is best for this study in order to 
understand how advisors make sense of their experience supporting undocumented students, with 
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a particular interest on the institutional and political contexts.  In addition, the qualitative method 
allows complex levels to be explored with an understanding that experiences are unique to each 
individual, as they are impacted by layers such as societal context, background, and interactions.  
The conceptual framework, described in Chapter 2, emphasizes the importance of exploring the 
various factors influencing academic advisor motivation, and understanding the entire system.  
The qualitative design of this study helps capture both the personal experience and the overall 
system of advisors supporting undocumented students.  During the data collection and analysis, 
themes of interest were explored, and the research design and procedures were adapted, as 
allowed and encouraged by the qualitative research approach.   
Case Study 
Qualitative research may be approached with a variety of methods, including 
phenomenology, ethnography, narrative analysis, case study, critical, and others.  Each method 
provides a different focus with implications on the research question, site and participant 
selection, data collection, data analysis, and write-up (Merriam & Associates, 2002, p. 6).  While 
a “case” could be an individual activity, program, group, or person which is the object of the 
study (Stake, 1995), a case study as explained in this section is a procedure for conducting the 
research or inquiry (Merriam, 1998, 2009; Yin, 2014).  The “case” as a unit of analysis will be 
described in a following section.  Yin (2014) describes a case study as a method which 
“investigates a contemporary phenomenon (the ‘case’) in depth and within its real-world context, 
especially when…the boundaries between phenomenon and context may not be clearly evident” 
(Yin, 2014, p. 16).  In addition, case studies explore a variety of variable from numerous sources, 
necessitating triangulation (Yin, 2014, p. 17).  The definition and characteristics of a case study 
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design outlined by Yin (2014) guides this study, structuring the research design, procedures, and 
analysis. 
Case studies ask “how” and “why” questions, do not require control over behavioral 
events, and focus on contemporary issues.  The aim is to expand our knowledge of complex 
social phenomena, within individual, group, organizational, social, political, or other bounded 
systems.  Case study methods are commonly used in education, among many other fields, in 
order to expand our knowledge of what we consider to be the real-world (Yin, 2014, pp. 4–5).  A 
case study may be chosen because the researcher would like to gain insight into a particular 
situation, providing a descriptive understanding of the central phenomenon being studied.   
This study follows a case study design in order to gain an in-depth understanding of a 
bounded system, with consideration for the context.15  The conceptual framework discussed in 
Chapter 2 highlights the complex systems in which advisors function, as well as the variety of 
forces which may impact their role and their individual experiences.  Advisors have personal 
beliefs and values, as well as their own perception of their role as an academic advisor.  They are 
impacted by the unique institutional climate in which they work, and the values, beliefs, and 
meaning within these societal structures.  The complexity of the political environment for 
undocumented students adds an additional layer of context of interest within this study. 
The phenomenon and context within this study do not have a clear division as the focus is 
to understand academic advisor experiences supporting undocumented students, especially 
                                                 
 
 
15 The context for this study is described later in this chapter, within the Research Procedure section. 
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related to the influencing factors.  An exploration of both the phenomenon and context is 
important to understand the participant experiences, requiring insight from a variety of sources, 
including participant surveys, interviews, and document collection.  A sociological case study in 
education tends to explore the social constructs, including the roles people play in society, 
especially when focused on a particular construct such as an institution (Merriam, 1998, p. 37).  
Following a sociological case study design provides a better understanding how a variety of 
factors impact academic advisor experiences supporting undocumented students.  
Multiple-case design. This research uses a multiple-case study approach, gaining insight 
on an issue based on more than one case (Creswell, 2011, p. 466).  The aim of this study is not to 
focus on an unusual, extreme case, critical, or revelatory case, where a single-case design may be 
best, but instead, the focus is to provide a more descriptive understanding of the central 
phenomena, and therefore a multiple-case study design is utilized (Yin, 2014, p. 57).  Selecting 
cases based on theoretical replication allow an exploration of contrasting results across cases 
(Yin, 2014, p. 57).  Studying the central issue within multiple cases allows for a cross-case 
analysis, as long as the cases are studied with the same criteria, logic, design, and to the same 
level of detail.16 
One area at the center of the study is institutional factors impacting advisors supporting 
undocumented students.  Through the exploration of more than one institution (or case), this 
study is able to provide a better understanding of the institutional influence.  Each case, as 
                                                 
 
 
16 Information on the selection of the cases and descriptions of the cases is provided in the next sections of this 
chapter. Chapter 4 Findings and Chapter 5 Discussion provide the cross-case analysis and results. 
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described in the following sections in this chapter, is studied in-depth to provide an 
understanding of institutional factors impacting academic advisor experiences supporting 
undocumented students.  Exploring the findings across institutions provides additional insight 
into experiences which may or may not be unique to the specific institution, shared among 
advisors, or individual to one advisor.  Understanding the personal, institutional, and political 
factors impacting advisors in supporting undocumented students is best explored through a 
multi-case study design. 
Unit of analysis (the “case”).  A case must be specific to know who and what falls 
within the case, instead of too general where there is not a clear division of who and what should 
be studied (Merriam, 1998; Stake, 1995).  Yin (2014) states “as a general guide, the tentative 
definition of your case (or of the unit of analysis) is related to the way you define your initial 
research question(s)” (p. 31).  The research questions in this study focus on the experiences of 
advisors supporting undocumented students, and of particular interest are the personal, 
institutional, and political factors impacting these experiences.  Institutional context is of specific 
interest to this study, and as discussed in the conceptual framework within Chapter 2, advisors 
function within these unique systems and may have shared behaviors.  Institutions each have a 
unique set of values, beliefs, and meaning, which directly impacts the behaviors and experiences 
of those operating within these systems (Peterson & Spencer, 2006).  Defining a case as an 
institution for this study allows for a clear division of who and what may be studied to 
understand the central phenomenon for this research, and also provides an exploration of the 
context in which to understand the academic advisor experiences. 
The boundaries for the case study help provide the scope and focus, distinguishing the 
study, while providing necessary context (Merriam, 2009; Yin, 2014).  This study included three 
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cases, where each case was bounded within a four-year higher education institution in Illinois.17  
Each institution provides a limit to who and what may be studied as there is a limited number of 
advisors at each institution who could be participants during the time of this study.18  The 
context for each institution is explored as part of this study (provided in a later section in this 
chapter) to provide a detailed understanding of the institutional context under which the 
academic advisor experiences should be understood.  Setting the boundaries of each case at an 
institution provides scope and focus, a better understanding of the context, and helps to 
distinguish this study from others. 
Research Procedure 
The following sections provide information on the research context, site and participant 
selection, and the data collection and analysis procedures utilized in this study. 
Context 
The context and central issue of the study are closely connected within a case study, 
where understanding the real-world context provides a better understanding of the phenomenon 
(Yin, 2014).  This research is presented with a particular focus on the context at the time of the 
study, and this research should be understood within the context.  Close attention was placed on 
the observing the context at all stages of the study, specifically during data collection and 
analysis, and capturing a short moment in time.  As policies, procedures, climate, demographics, 
and other important factors of the real-world context shifts, so must the understanding of this 
                                                 
 
 
17 Site (state/institution) and participant selection procedures provided in the following sections of this chapter. 
18 The study context, including the dates the study was conducted, is described later in this chapter. 
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study.  The conceptual framework (provided in Chapter 2) and focus of the study does not 
necessarily require a consistent context because of the interest on the academic advisor 
experience within their own system.  However, climate is important for the multiple-case study 
method used in this study in order to understand academic advisor experiences bounded by 
institutions, and the analysis within and across institutions.  The below information provides an 
overview of the context to be considered for this study, and details relevant to the context are 
provided in relevant sections.   
The literature review in Chapter 2 was conducted throughout my Master’s and Doctoral 
graduate studies, beginning in August 2008 and extending until early May 2019, ensuring the 
historical and current context was considered before, during, and following data collection.  The 
literature provides the federal and state policy and demographic context related to the 
undocumented population, as well as the higher education context for undocumented students, 
and advisors. 
Particular importance was placed on understanding the context during the time this study 
was conducted, capturing and analyzing data within a short amount of time to minimize 
contextual changes, and constantly monitoring various contexts, such as political and 
institutional, during the study to understand any changes.  As discussed in the data collection 
section later in this chapter, participant data (survey Measure 1 and interviews Measure 2) was 
completed from late June 2018 until early December 2018, and document collection (Measure 3) 
began in early June 2018 and ended in late February 2019.  Data analysis was done throughout 
data collection and after, beginning in early June 2018 and ending in late February 2019. 
The news, various websites, and social media were monitored during this research to 
identify any changes impacting the context of this study.  Throughout data collection and 
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analysis the political and state contexts remained consistent, meaning there were no significant 
policy changes during this time.  While there was constant political dialog at the federal level, it 
remained consistent throughout the study.  Illinois elected a new governor and other legislative 
and public seats in early November 2018, and the transition was in January 2019, but no 
significant changes to policy or climate were noticed during this transition. 
 Institutional contexts for each of the three cases are provided in the Institution Overview 
section within this chapter.  Each institution has a unique climate and culture, as discussed in 
conceptual framework for this study (Chapter 2).  As this study is exploring the institutional 
factors influencing motivation, the institutional context during the time of this study is of 
importance to provide a better understanding of the academic advisor experiences.  The 
institutional contexts are also of interest because of the multiple-case study design, allowing for 
analysis within an institution, and also across the different institutions, provided in the findings 
in Chapter 4 and the discussion in Chapter 5.  
Site Selection 
Illinois. The site of this study was carefully considered based on the characteristics that 
would expand on the current literature and would help answer the research questions.  This study 
took place in the State of Illinois,19 a state with a vast selection of higher education institutions, 
large undocumented immigrant population, positive undocumented student state legislation 
promoting educational access, and a high estimated number of advisors.  There is a need for 
                                                 
 
 
19 Additional information on Illinois demographics and legislation is provided in the Chapter 2 Literature Review. 
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studies in Illinois, and the Midwest in general, within areas of undocumented students in higher 
education and academic advising. 
There are over 200 higher education institutions in Illinois, based on the Illinois Board of 
Higher Education (IBHE) website (http://ibheprofiles.ibhe.org/), and institutions vary in type and 
size (Illinois Board of Higher Education, n.d.), providing numerous possible sites to study.  The 
Global Community for Academic Advising (NACADA20) has over 500 members in Illinois 
based on a review of the website, and over 10,000 members globally.  The Illinois Academic 
Advising Association (ILACADA) is a state-wide association, and has around 200 members.  
Membership in NACADA and ILACADA are optional and must be renewed annually, so the 
membership numbers only represent a portion of the advisors in Illinois.  Numerous institutions 
throughout Illinois have advising associations, some of which are associated with the state and 
global associations.  These associations provide various conferences, institutes, events, and other 
resources specific to advisors.  The high number of advisors within Illinois provides a large pool 
of participants for this study. 
As discussed in the Chapter 2 Literature Review, Illinois has a large undocumented 
population, with a high number of DACA recipients and those who are DACA-eligible.  Cook 
County, which includes Chicago, has the third highest undocumented immigrant population in 
the United States.  Also discussed in the literature review was the variance among state 
legislation impacting undocumented student experiences.  The high number of undocumented 
                                                 
 
 
20 NACADA was formerly the National Academic Advising Association. 
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immigrants within Illinois combined with the positive undocumented student state legislation 
allows an exploration of institutions with similar contexts.21  As the focus of this study is on the 
advisors’ experiences, restricting the study to one state allows for a more in-depth understanding 
across institutions. 
Institution (Case) Selection 
The conceptual framework used in this study, as discussed in Chapter 2, emphasizes the 
unique culture within each institution.  Institutions may share characteristics such as similar 
demographics, location, resources, and structure, but the culture within each institution is 
distinctive.  The focus of this study is not to provide an exemplary or unique case, nor to 
generalize across all institutions, but instead to explore various aspects of the relationship 
between academic advisor motivation and undocumented student support.  Stake (1995) states 
the selection of the cases should “maximize what we can learn.  Given our cases, which cases are 
likely to lead us to understandings, to assentation’s, perhaps even to modifying of 
generalizations” (p. 4).  In order to explore how the institutional factors impacting academic 
advisor motivation to support undocumented students, institution selection focused on 
institutional characteristics, as well as the undocumented student support practices.22 
                                                 
 
 
21 Context is described earlier in this chapter. 
22 Southern’s (2016) study, discussed in the Chapter 2 literature review, provides different phases on undocumented 
student support practices by institutionalization phase. 
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Institution characteristics were explored using a variety of websites23 to gain a better 
understanding of the similarities and variances among institutions in Illinois.  The characteristics 
included type (two year or four-year or other; public or private; Research 1 or other; admissions 
selectivity, residential relating to students living on-campus), status (if a predominantly white 
institution or other designated, location, undergraduate population).  In order to keep some 
institutional factors consistent, all three institutions were large (10,000 or more students), 
Research 1, four-year institutions with selective or highly selective admissions.  These large 
institutions serve a high volume of students requiring a high number of advisors, allowing for a 
large number of potential participants available for this study. 
Following the initial review of characteristics narrowing down the number of available 
cases, the support practices each institution provides undocumented students was reviewed.  As 
discussed in the literature review, the type and institutionalization phase of support practices 
varies across institutions (Southern, 2016).  Institutions with some form of support practices for 
undocumented students were considered for this study as the availability of support, even at a 
minimal level, demonstrates some institutional awareness or knowledge of the undocumented 
population.  The level of institutional support is not the focus of this study, and the aim is not to 
provide an exemplary case, so selection of institutions that provided some support practices was 
important.  Descriptions about the institutional support is provided within the institution 
overview sections below.   
                                                 
 
 
23 Websites are included in the list of Documents, Appendix K. Document (Method 3) collection is provided in a 
following section Data Collection. 
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The undocumented student population at institutions in Illinois were not available24 and 
are not included in this study.  The conceptual framework provides a focus on motivational 
factors of advisors who support undocumented students, and not on personal experiences of 
advisors working with undocumented students or the population of undocumented students 
within an institution.  As mentioned previously, the cases were not selected to be exemplary.  
While the general demographics of the student body and status (predominantly white or minority 
serving) were of interest when selecting institutions and help to provide some context of these 
institutions, they are not the focus of this case study.    
 Three institutions were selected for this study, based on the institutional characteristics 
and undocumented student support practices.  Table 3.1 below provides characteristics for each 
of the institutions selected as cases, State Central U, State City U, and Private City U.25   
                                                 
 
 
24 Due to the sensitive status of undocumented students and the volatile political climate, institutions typically do not 
make this information and/or have practices where undocumented students are not easily tracked.   
25 Pseudonyms have been provided to the institutions within this study. IRB approval did not require the use of 
institution pseudonyms, but they provide added protection to the participants in this study. 
Table 3.1 Institutional Characteristics 
Institution Type Status Location Undergraduate Advisors  






Predominantly White Institution (PWI) Central Illinois ~33,000 150 






Minority Serving Institution (MSI); 
Asian American and Native American 
Pacific Islander-Serving Institution 
(AANAPISI); Hispanic Serving 
Institution (HSI) 
Chicago ~21,000 125 







Predominantly White Institution (PWI) Chicago ~12,000 50 
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Selecting three institutions with overlapping and distinctive characteristics allows a better 
exploration of academic advisor experiences within institutional structures.  The institutions were 
selected because of the variance in type (one private religious and two public; two primarily 
white and one minority serving) and location (two Chicago and one Central Illinois).  The 
varying types and location provide unique characteristics to explore within this study, which is 
reviewed for each of the institutions in the following chapters.  The estimated number of advisors 
at each institution is provided in the table above, and is based on information collected from 
institutional websites. 
Institution Overviews 
The institution (case) overviews were constructed through participant information 
(Measure 1 and Measure 2, described in a later section) and document collection (Measure 3, 
described in a later section; listing of all documents is provided in Appendix K), primarily of 
websites, flyers, emails, and other sources available publicly or shared by participants.  The 
below section provides a descriptive overview of each institution.  As each case is bounded by an 
institution, an understanding of the context within the institution is important for this study. 
State Central U. State Central U is located in the middle of the state and is a large, 
Research 1, public institution with selective admissions.  The larger student populations at State 
Central U’s consists of 43 percent White, 23 percent International, 15 percent Asian, and 9 
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percent Hispanic/Latino.26  Information was not available on the undocumented student 
population.27   
Approximately 150 advisors work at the institution, and there is a campus advising 
association run by a volunteer committee.  Advisors are not situated under one office, but instead 
work throughout the decentralized campus directly reporting to different colleges, departments, 
and units.  There is an advising listserv28 for the campus which staff may opt-in to receive, and 
while it is administered by the campus provost office there are no consistent communications 
sent by one office, instead it is a list where various offices share information, such as the 
promotion of certain courses. 
State Central U institutional student support. The institution has a website for 
undocumented and DACAmented students with general information and messaging for the 
students and faculty and staff.  The top of the page provides the function of the website “(this 
website for State Central U) provides information, resources and guidance for undocumented, 
DACA and those impacted by immigration reform.”  At the bottom is a message stating “The 
university is advocating vigorously against any actions that are needlessly detrimental to our 
university community and we pledge to be proactive in supporting all of our students, faculty, 
staff and visiting scholars, whether domestic or international.”  There is not dedicated staff or a 
dedicated office for undocumented students listed on the website, but there is a general email 
                                                 
 
 
26 Racial/Ethnic identifiers and numbers collected from the institution’s website. 
27 Information not available on the undocumented student population, as discussed in the institution selection. 
28 Campus advising listservs used as a recruitment method, described in the following participant selection section. 
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address for questions.  The campus has a student and staff coalition who provide additional 
information on the website, and they provide an ally training about once or twice per semester.  
The majority of the information on the website is related to updated news on DACA, but also 
provides some student profiles.   
The website provides links to the email communications sent out to all students and staff 
by the president and chancellor in response to political rhetoric and policy changes.  There are 
five communications listed in total, with dates from December 13, 2016 to September 5, 2017.29  
Some of the links to the communications on the website did not function, but they were found 
through additional searches.  The emails provide support for all students, and state the university 
“will advocate for the continued access of undocumented and DACA students to full educational 
opportunities” (State Central U email December 13, 2016). 
Some individual units at State Central U provide statements of support or resources for 
undocumented students (listed in this section), but the majority do not.  The anthropology 
website included the following statement: “We the undersigned faculty members of the 
Department of Anthropology…condemn the (current administration’s) recent decision to end the 
Deferred Action for Childhood Arrivals program (DACA).  We recognize that this decision is 
likely to criminalize many of our already vulnerable students, and we oppose that.”  History 
provides information on the campus support for undocumented students and the campus website 
link and Latino/a studies has a list of resources as well.  Community and Human Development 
                                                 
 
 
29 Some of the same communications were sent to both State Central U and State City U. The overlap is noted in the 
document overview (Appendix K), and is discussed later in this chapter. 
83 
includes a statement of inclusivity on all course syllabi.  Other units include other inclusive 
statements on unit websites and email communications, but they are not specific to 
undocumented students. 
Advisors at State Central U who participated in this study listed the following campus 
resources as ones they utilized to increase their ability to support undocumented students: 
campus advising association conference session on undocumented students, campus website for 
undocumented students, Latino/a cultural center’s supporting undocumented student ally 
training, international student office, diversity workshops, diversity conference, women resource 
center talks about supporting undocumented students, discussed with administrators, and career 
center training on DACA.  
State City U. Located in the large city of Chicago, State City U is a residential campus 
with similar characteristics as State Central U (public, Research 1, selective admissions).  State 
City U has a very diverse student body when compared to the other two institutions, and is 
designated a Minority Serving Institution (MSI), an Asian American and Native American 
Pacific Islander-Serving Institution (AANAPISI), and a Hispanic Serving Institution (HSI).  The 
majority of the student body at State City U is around 34 percent White, 28 percent Latinx, 22 
percent Asian American, 8 percent African American, and 3 percent International.30 Information 
was not available on the undocumented student population.31   
                                                 
 
 
30 Racial/Ethnic identifiers and numbers collected from the institution’s website. 
31 Information was not available on the undocumented student population, as discussed in the previous section on 
institution selection. 
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Approximately 125 advisors work at the institution.  While academic advising is 
decentralized similar to State Central U where advisors work throughout campus and directly 
reporting to different colleges, departments, and units, there is an office at the institution that 
focuses on academic advising development.  There is a director for the office and a volunteer 
steering committee of over 20 advisors from various campus units.  This office provides a shared 
mission for advising, supports advising efforts across the campus, and provides professional 
development and training opportunities to advisors.  In addition, advisors receive weekly emails 
with information relevant to advising and development, including ally trainings.  When searching 
the State City U’s main website for ‘undocumented students’ or ‘DACA student,’ a majority of 
the results are links to communications sent from this office to advisors which include advisor 
trainings, student trainings and events, and other resources and information for this student 
population. 
State City U institutional student support. State City U has an office to support 
undocumented students run through the campus diversity office.  There is an associate director 
and graduate assistant who work specifically to support undocumented students on this campus, 
and they do various outreach efforts and collaborations with other campus offices.  This office 
runs a website for undocumented students with a large title stating “Undocumented, 
Unapologetic, & Unafraid” at the top, and immediately under it states “We are proud to work 
with and for undocumented students.”  The main page of the website emphasizes the 
commitment to undocumented students saying that State City U “is deeply committed to 
fostering an inclusive environment for students of diverse backgrounds including undocumented 
students.”  Resources for students and educators are provided on the website, along with current 
information and scholarships for students.   
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Email communications have been sent out to the campus by administration following 
various political actions and providing statements of support for undocumented and DACA 
students.  Since State Central U and State City U are in the same system, email communications 
from the president were sent to both campuses, but State City U had additional email 
communications, which included information on what students should do if ICE comes to the 
campus, and a message that university police will not inquire about immigration status (State 
City U email February 27, 2017). 
Advisors at State City U who participated in this study listed the following campus 
resources as ones they utilized to increase their ability to support undocumented students: 
committee focused on supporting undocumented students, ally trainings, unit specific workshops 
and trainings, immigration lawyer training, campus websites, advisor development office emails, 
state publications, information sessions, campus advising conference sessions, discussions with 
undocumented student support staff, survey results, and collaboration with undocumented office. 
Private City U. Private City U is a denominational, private, non-residential institution 
with selective admissions in the Chicago area.  The majority of the student population at Private 
City U include around 56 percent White, 16 percent Hispanic, 13 percent Asian, and 4 percent 
African American.32  Information was not available on the undocumented student population.33  
                                                 
 
 
32 Racial/Ethnic identifiers and numbers collected from the institution’s website. 
33 Information was not available on the undocumented student population, as discussed in the previous section on 
institution selection. 
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Approximately 50 advisors work at Private City U, and similar to the other two 
institutions they work in units throughout campus and directly report to different colleges, 
departments, and units.  The majority of advisors work in First and Second Year Advising and a 
large college office for Arts and Science Majors.  There is not a central office for all advising nor 
a campus advising association.  The campus provost and academic office provides some 
guidance related to academic affairs on the campus. 
Private City U institutional student support. Undocumented student support and services 
are provided through a student diversity and multicultural affairs office.  This office sends out 
communications about resources and support including weekly newsletters, and runs the campus 
ally trainings.  The ally training website states that over 550 faculty, staff, and students have 
attended the trainings, and there is a campus-wide effort to support undocumented students.  
Some faculty and staff who have attended the training are listed on the website as a resource.  
The undocumented student resource website provides statements of support from the Private City 
U’s administration, information specific to students about DACA and legal protection, upcoming 
ally trainings, and tuition and scholarships.  The statements of support provided on the website 
and found through searches were from September 5, 2017, in response to the attempted removal 
of DACA.  The statement states the continued support for these students, and refers to the 
mission of the institution, including doing what they can to elevate the most marginalized in 
society.  
Private City U also has a Dreamer Committee, and the website lists the mission “is to 
develop equitable policies and practices to promote educational opportunities and improve the 
lives of undocumented students…through multidisciplinary collaboration, and the promotion of 
research, education, advocacy and service that is informed by the lives and experiences of 
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undocumented students seeking higher education.”  There are 16 committee members listed on 
the website with contact information, and they represent students, faculty, and staff from 
different campus units. 
Advisors at Private City U who participated in this study listed the following campus 
resources as ones they utilized to increase their ability to support undocumented students: 
committee focused on supporting undocumented students, ally trainings, conversations with key 
people, staying connected with sources, student diversity office website with resources, student 
diversity office weekly newsletter, and collaborations with other office.  
Institution Overview. State Central U is the largest of the three institutions, has the most 
selective admissions, and is the only institution in this study outside of Chicago.  Private City U 
is the smallest of the three, and has less than half the number of advisors as the other two 
institutions.  The student racial/ethnic demographics of State Central U and Private City U are 
the most similar with a large number of their student body identifying as White, but State Central 
U has a large International student population as well.  State City U has the most diverse student 
body, being designated a Minority Serving Institution, as well as other designations as listed in 
Table 3.1 in the previous section above.  State City U is also the only campus considered Non-
Residential, where the majority of students at the institution do not live on-campus. 
The academic advising structures at all three of the institutions are decentralized.  There 
are certain units within each campus with a large concentration of advisors, but all advisors at 
these institutions do not have the same direct supervisor, and many work within smaller 
departments or units.  State City U is the only institution in this study that has an office and a 
dedicated staff member focused on academic advisor professional development.  State Central U 
and State City U both have academic advising associations within the institutions, but Private 
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City U does not.  All institutions have different listservs34 where advisors receive campus 
information, but the listservs at each institution are managed by different offices. 
State Central U provides the most basic level of institutionalized undocumented student 
support practices35 among all three of the institutions in this study.  There is a limited amount of 
information, resources, and services provided to support undocumented students, and while there 
is a website and messaging from the institution emphasizing campus support, some of the 
information has not been updated and the campus lacks an office responsible for the oversight of 
undocumented support practices.  Instead, different offices, units, and student-staff alliances on 
the campus provide various types of support, trainings, and resources. 
State City U provides numerous forms of institutionalized support practices for 
undocumented students, including a dedicated office and staff overseeing these practices, and 
reinforcement by the academic advising development office.  The messages on the institution’s 
website for undocumented student resources are strong messages of support and commitment, 
and messaging and resources were current.  While State Central U and State City U had some 
overlapping communications and messages as they have some shared administration, State City 
U had more extensive communications and messages about institutional support for 
undocumented students. 
                                                 
 
 
34 Listservs were used for participant recruitment, as discussed in the below section. 
35 Undocumented student institutionalized support practices (Southern, 2016) are described in the Chapter 2 
Literature Review. 
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Private City U has the most in-depth undocumented institutionalized support practices 
compared to the other two institutions in this study, providing campus-wide and multi-discipline 
efforts.  Their website states a high volume of faculty, staff, and students have attended their 
undocumented student training and contact information for faculty and staff allies across campus 
who have attending the trainings are listed on the website, providing a network of support.  
Private City U has a committee focused on campus efforts to support undocumented students, 
embedding them in “equitable policies and practices.” 
Each of the institutions selected for this study provide a unique structure in which each of 
the cases are bound.  Advisors at each institution function within the same institutional culture, 
as discussed in institutional theory within the conceptual framework section in Chapter 2 (J. W. 
Meyer, 1977; J. W. Meyer & Rowan, 1977; Scott, 2005).  The institutional overviews help to 
understand part of the system in which advisors function and will be referred to in the remaining 
chapters.  As the focus of this research is on the motivating factors influencing advisors to 
support undocumented students beyond just the institutional context, the participants, as 
discussed in the below section, provide the main unit of analysis within this study. 
Participant Selection 
The qualitative case study design and the focus of this research does not require a 
minimum number of participants, but instead the participants selected should provide the best 
understanding of the central question (Yin, 2016, p. 95).  A higher number of participants within 
each institution and across all institutions provides a better analysis of academic advisor 
experiences within these structures, and a more descriptive context, but the conceptual 
framework used for this study (described at the end of Chapter 2) highlights the significance of 
each academic advisor’s individual experience.  In order to gain both a broad overall 
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understanding of factors influencing academic advisor motivation to support undocumented 
students, as well as a more in-depth descriptive understanding of these factors, a two-phase 
participant selection approach was utilized.  Phase one was to recruit a larger group of 
participants for an online survey (Measure 1), and phase two was to narrow down the initial 
group of participants for in-depth interviews (Measure 2).  These phases are described below, 
and detailed information about data collection and analysis are provided within this Chapter in 
later sections.   
Phase one. The first phase was an online survey sent to advisors at the three institutions 
(the survey, Measure 1, is discussed in-depth later in this chapter) going from late June 2018 
until late October 2018.  The criteria for participants included those who were an academic 
advisor full-time at one of the three institutions in this study, had at least two years of full-time 
experience in academic advising, identified as an academic advisor who had built the 
competency to assist and support Undocumented/DACAmented students in higher education, 
and was at least 18 years of age.  Advisors self-identified as meeting the participant criteria, 
which was listed both in the recruitment email (described below) and at the start of the online 
survey (Measure 1, described in a below section).   
Purposeful sampling was done to ensure the participants represented a variety of areas on 
each campus to gain more knowledge about the specific cases (Yin, 2016).  The primary method 
for recruitment was through targeted emails (Appendix C) sent to individual advisors at the three 
institutions.  Potential participants were identified based on professional advising networks and 
memberships, specifically within the Global Community for Academic Advising (NACADA) 
and the Illinois Academic Advising Association (ILACADA).  Additional emails were sent to 
advisors based on contact information collected from institutional websites.  Private City U’s 
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website provided the names of staff who had attended campus undocumented ally trainings.  
Snowball sampling was used to identify additional advisors by asking advisors and current 
participants to forward the email to other advisors who may fit the participant criteria, or by 
asking contacts to provide recommendations on additional contacts (Yin, 2016).  Advisors at 
State Central U and State City U sent the recruitment email to their campus advising listservs, 
and other advisors passed the email along to other advisors directly.  After site approval was 
approved at Private City U based on the approved IRB (Appendix A and Appendix B), an 
advising administrator sent the recruitment email to their campus network. 
My initial goal for the number of participants in phase one was between nine and 20 
respondents to complete the online survey (Measure 1), with a minimum of three participants 
from each of the institutions.  The survey resulted in 19 participants, including four from Private 
City U, nine from State Central U, and six from State City U.  After the completion of participant 
recruitment and survey (Measure 1) data collection in phase one, the second phase began, as 
described next. 
 Phase two. The second phase consisted of narrowing down the 19 participants to three 
or more participants from each of the three campuses for in-depth interviews (Measure 2), taking 
place between November 2018 and December 2018.  The online survey (Method 1, discussed in 
a below section) included a question at the end where participants were asked to indicate if they 
were willing, if selected, to participate in the in-person interview portion of the study.  Three of 
the 19 participants indicated in the online survey they were not willing to participate in the 
interview portion of the study (one from State Central U and two from State City U).  Of the 16 
willing participants, 12 participants (four at each of the three institutions) were purposefully 
selected to provide as much variation among participants and units within each institution.  One 
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of the participants from State City U did not respond to the emails or a phone message to 
schedule the on-campus interview.  Table 3.2 below provides an overview of the participants by 
 campus and by type of participation (online survey; in-person interview), keeping in mind that 
all of the in-person interview (Measure 2) participants also completed the online survey 
(Measure 1). 
Participant selection overview. Careful consideration was done when recruiting and 
selecting the participants for this study to ensure thorough exploration of the research questions.  
Table 3.3 below provides an overview of all participants. 36  The conceptual framework in 
Chapter 2 provided guidance on the criteria necessary for participants, which included academic 
advisors at the three institutions within this study who have built their UDSC.  The interest in 
understanding a broader group of academic advisor behaviors of motivation, as well as the 
individual academic advisor experiences provides support for the two phase selection process.   
                                                 
 
 
36 Pseudonyms were provided to participants in this study (described in the next section of this chapter). 
Table 3.2 Participant Overview 
Institution Online Survey (Measure 1) In-Person Interview (Measure 2) 
State Central U 9 4 
State City U 6 3 
Private City U 4 4 
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The online survey (Measure 1) collected characteristic details from the participants, and 
these responses are provided in Appendix N.  The conceptual framework and case study design 
did not necessitate the participants within this study to be representative of the larger academic 
advisor population at the institutions in the study or within Illinois.  Participant characteristics, 
other than campus and unit, were not used as selection criteria, nor were they explored deeply 
within the analysis beyond exploring any themes (described in a below chapter).  As described in 
previous sections including the conceptual framework, the central issue of this study is the 
connection the academic advisor makes between various influential factors and their motivation 
to support undocumented students.  Academic advisor beliefs, values, and other individual 
Table 3.3 Participant Overview 
Participant  Institution Unit Title Type 
Amanda State Central U Media Academic Advisor Interview & Survey 
Bethany State Central U Community and Human Development Academic Advisor Interview & Survey 
Teresa State Central U Science Academic Coordinator Interview & Survey 
Wanda State Central U History Academic Advisor Interview & Survey 
Emily State Central U Computer Science Academic Advisor Survey Only 
Heather State Central U Career Advising Assistant Director Survey Only 
Jennifer State Central U Pre-Law Advising Director Survey Only 
Julie State Central U Ag., Consumer & Environ. Sciences Int'l Programs Director Survey Only 
Natalie State Central U Business Associate Director Survey Only 
Lauren State City U Liberal Arts and Sciences Academic Advisor Interview & Survey 
Margaret State City U Pre-Professional Health Advising Director Interview & Survey 
Samantha State City U Liberal Arts and Sciences Academic Coordinator and Academic Advisor Interview & Survey 
Ashley State City U Liberal Arts and Sciences Academic Advisor Survey Only 
Sophia State City U Liberal Arts and Sciences Academic Advisor Survey Only 
Steven State City U Community Health Sciences Academic Coordinator and Academic Advisor Survey Only 
Angela Private City U First and Second Year Advising Academic Advisor Interview & Survey 
Judith Private City U Liberal Arts and Sciences Assistant Dean of Academic Advising Interview & Survey 
Kelsey Private City U Communication Academic Advisor Interview & Survey 
Linda Private City U Fellowship Office Coordinator Interview & Survey 
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characteristics are situated within the construction of their own reality, and their interpretation of 
this reality is explored.  The focus of this study was not on connecting individual characteristics 
(such as age, gender, educational level, job title, ethnic group, etc.) to motivation or providing 
generalizations based on participant characteristics, but instead, how the academic advisor views 
the influence of different factors (personal, institutional, and political) have on their motivation.  
Participant characteristics are included only to provide a view of the advisors within this study. 
As described in this section above, all participants self-identified as meeting the criteria 
to participate in this study, including being an academic advisor at one of the three institutions in 
this study at least two years of academic advising experience.  Participants listed a number of 
different titles, some including “Academic Advisor.”  The majority of participants in this study 
listed a Master’s Degree as their highest completed level of education, two listed a Doctoral 
Degree in-progress, and one a Professional Degree complete.  Participant years of academic 
advising experience ranged from less than three to over 15.  The advising load participants listed 
ranged from 200 to 5,500 students.  The advising load does not necessarily refer to the number of 
students advisors meet with directly or assumes all responsibility over, but instead it refers to the 
number of students they support within their role.  Some participants work within advising units 
with shared responsibility over a larger number of students (administrators or those working in 
larger college units), while other participants may support students across campus from a variety 
of units (pre-law and pre-professional health advising).  Participants in this study represent a 
variety of units at each institution, some within areas such as career and study abroad, but all 
participants self-identified to the criteria listed for the study.  All except one participant identify 
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as female.37  A majority of the participants listed “European American/White” as their ethnic 
group.38   
Data Collection 
Data was collected in two phases (described above), and included an open-ended survey 
(Measure 1), in-depth in-person interviews (Measure 2), and document review (Measure 3), 
completed between summer 2018 and winter 2018.39  To ensure my research questions were 
explored from multiple data sources, I created a research matrix prior to conducting the research 
study (Appendix L), adapted from Castillo-Montoya (2016).  In the first column of the matrix I 
have my research questions, and in the other three columns I included the three main types of 
data collection.  Each of my research questions align with questions asked in the online survey 
(Measure 1), in-person interviews (Measure 2), and document gathering (Measure 3).  By 
ensuring my research questions were explored in multiple ways, a richer amount of evidence was 
available for analysis, and the results were corroborated across different sources.  Using three 
methods of data collection helped to gain a better understanding of the research questions, and 
helped to triangulate the evidence (described in a below section), which is important to 
strengthen the findings and provide additional context to the study (Yin, 2016, pp. 160–161).  
The extensive literature review prior to, and throughout the study, helped guide the inquiry, and 
                                                 
 
 
37 Based on the information collected on academic advisors at the three institutions, around 70 percent are female. 
38 Information on academic advisor ethnicities on the campuses in this study were not available. 
39 Details about the specific dates of this study and information about the context is provided within each section 
describing the measure as well as a section on “Context” at the beginning of this chapter. 
96 
provided justification for conducting the study.  The conceptual framework provided guidance 
throughout the data collection process, described below. 
Institutional Review Board (IRB) approval (Appendix A) was obtained as well as an 
amendment (Appendix B) for this study and procedures outlined within the IRB were followed.  
All data was stored on a password secured computer only accessible to the researcher, and 
additional procedures were taken to protect all participant, as outlined in the approved IRB 
protocol.  The below sections provide additional details on each of the data collection methods 
done in this study. 
Online survey (Measure 1). Advisors who meet the criteria and were willing to 
participate in the study completed an online survey. Participants were recruited through email 
(Appendix C, described in phase one of the “Participant Selection” above) from late June 2018 
until late October 2018.  Collecting data within a short timeframe was important to 
understanding the context for this study (described at the beginning of this chapter).  A secure 
web survey online platform was used, and only the researcher had access to the results.   
The online survey included an overview of the research, an online statement of consent, 
and the survey questions.  The online statement of consent, provided in Appendix D, included an 
overview of the study, procedures to be followed, participant criteria to participate in the study, 
and participant acknowledgement of consent.  Appendix E includes the survey questions, if the 
questions were required or not required, and the type of response (open field or selection of 
available responses).  The survey gathered general information about the academic advisor, 
including their age, ethnicity, gender, institution, unit or department, advising load, and some 
advising information (questions 3-23).  The general questions and available responses are guided 
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by what is collected by the Global Community for Academic Advising (NACADA) for 
membership.  The aim was to gain the background characteristics from the participant.   
Questions 24 and 25 were to understand the first research subquestion, exploring how 
advisors view their experience supporting undocumented students.  Question 26 focused on the 
main research question understanding why advisors are motivated to support undocumented 
students, which also provided some investigation into the second subquestion focused on the 
personal, institutional, and political factors.  The online survey took participants approximately 
10 to 15 minutes to complete.  Results from the survey were downloaded into a spreadsheet, and 
were also saved in individual Word documents for each participant. 
Interviews (Measure 2). Participants selected for the in-person interviews (described in 
phase two of the “Participant Selection” section above) were sent an email requesting their 
participation for the in-person interview (Appendix F includes the recruitment email sent to 
participants).  Interviews were conducted in-person at the location and time convenient to the 
participant.  All interviews were done within about a one-month period between November 2018 
and December 2018, to minimize the changes to the political and/or institutional context 
(described in the context section at the beginning of this chapter).   
Prior to each interview, the participant was emailed a confirmation for the interview 
location and time as well as a copy of the consent form for review.  Appendix G provides the 
consent form for the in-person interviews.  Two printed copies of the consent form were brought 
to each interview, and prior to the interview beginning, each participant was provided a copy of 
the form which was signed, as well as a copy for them to keep.  The consent form included their 
approval to be audio recorded.   
98 
All participants were interviewed individually in a private space at their institution, and 
only one interview was done in a conference room within the participant’s office suite, and all 
others were located in the participant’s office.  The interviews lasted on average around 60 
minutes.  Interviews, with the exception of one, were audio recorded and notes were taken 
throughout the interviews.  One participant did not consent to audio recording, so detailed notes 
were taken instead.  Audio recording helped to ensure validity, and taking notes provided a back-
up for the recording and a way to highlight items of importance and interest during the 
interviews (Merriam, 2009; Yin, 2016).  No video recording or still images were taken.  Only 
one in-depth interview was conducted per participant.   
An interview protocol which included open-ended questions was created prior to the 
interviews and used to guide the interview, focusing on a full exploration of the research 
questions, encouraged by Merriam (2009) and Yin (2016).  Appendix H provides the protocol 
used for each interview, and includes a basic introduction at the beginning, interview questions 
divided into sections based on areas of inquiry aligning with the research questions, and a wrap-
up.  The interview protocol provided a format for the interview, but was not used as a set script. 
Interview questions were designed to focus on the research question and sub-questions in 
this study from various angles to provide the best understanding of each area of exploration, and 
special attention was paid to the order of questioning to ensure they did not lead the participant 
towards certain answers.  Participants were encouraged to talk about their experiences in a semi-
structured format.  Semi-structured interviews allow for more flexibility to expand on areas of 
interest or necessary to the study, while providing a guide to ensure specific data is collected 
from the participants (Merriam, 2009).  Questions were designed with “an open-ended, inductive 
approach, in order to discover what these meanings and influences are and how they are involved 
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in these events and activities” (Maxwell, 2004, p. 75).  There were no correct or incorrect 
responses as it was entirely based on the advisor’s perception, view, opinion, and/or experience. 
Follow-up questions were asked as necessary to gather more information from the 
participant or for clarification.  Some participants returned to previous questions asked during the 
interview as they thought more about their responses and wanted to provide additional 
clarification or context.  The researcher provided participants with information and answered 
questions when asked when it helped to clarify certain information for the participants, or 
repeated questions as needed.  Since the focus of this study was on the experiences of the 
participants, information provided by the researcher during the interview had minimal impact on 
the results.  After the initial interviews there was some follow-up by the researcher to some of 
the participants, if additional clarification was necessary.  Some of the participants sent the 
researcher information by email or provided a hard copy of material they referenced in the 
interview.  These were collected as part of the documents (Method 3) described in the below 
section. 
IRB protocol was followed throughout the research study.  Audio recordings were done 
on a device which was password protected, only a participant code was stated at the start of the 
interview on the recording and used on the note sheet, and the audio recordings on the device 
were deleted as soon as they were transferred to the computer.  Special caution was taken to only 
write down unidentifiable information on the notes, and caution was taken to only use general 
unidentifiable terms, so the information may not be traced to one individual.  Pseudonyms were 
used, and the real name-pseudonym identity key was kept on a password protected computer.   
Recordings were transcribed directly by the researcher within one to two weeks of the 
interview.  By transcribing directly, it helped ensure the transcriptions were more accurate and 
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captured as much of the true meaning of the participant as possible.  Notes taken by the 
researcher were consulted for accuracy.  In addition, by directly transcribing, it allowed the 
researcher to begin coding and building a better understanding of the data, and notes were taken 
throughout this process, as described in the next section.  Transcripts were sent to the 
participants for member-checking to ensure all information and experiences captured were 
accurate.  Only two of the participants had minor changes to the transcripts.  Detailed notes taken 
during the one interview that was not audio recorded were typed, and then emailed to the 
participant for review, and modifications were made to the notes based on the participant 
feedback.     
Interview transcripts only included the participant code and pseudonym.  Identifiable 
information provided in the transcripts (such as institution names, identifiable program names, or 
names of certain people) were changed or omitted.  No directly identifiable information has been 
or will be shared when presenting the data.  All caution has been taken to address the 
confidentiality of the data collected, especially identifiable information of participants. 
Journaling and note-taking. Yin (2016) highlights the importance of organized and 
through note-taking, and how journaling helps to record thoughts and areas of interest.  
Journaling throughout the study helped to provide insight and clarification.  Thoughts and 
observations were noted during all stages of data collection and analysis.  Notes were consulted 
numerous times throughout the transcription and analysis portion of the study, helping to clarify 
ideas and explore areas of interest and themes.  The journal and all notes were in the possession 
of the researcher or locked in a secure location at all times.  The journal and notes only used 
unidentifiable information and the use of pseudonyms, and was not kept in the same location as 
the participant key. 
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Document Review (Measure 3). A thorough collection and review of documents was 
conducted to add an additional area of understanding to this study.  Yin (2014) stated 
“documentary information is likely to be relevant to every case study topic.  This type takes 
many forms and should be the object of explicit data collection plans” (p. 105).  Documents 
collected for this study provided data for institution selection (described earlier), added depth to 
the overview for each institution selected as cases (described earlier), and expanded and verified 
the data collected during the survey (Measure 1) and interviews (Measure 2).40 
A protocol for document collection (Merriam, 1998) was created prior to data collection, 
included in Appendix I, as well as an initial plan for documents to gather based on the research 
questions, provided in Appendix J.  The protocol and initial plan provided a systematic 
procedure to collect and organize documents and areas to consider during collection and review.  
Following this protocol, all documents collected during the study were added to an Excel 
Document.  Appendix K provides a list of all 111 documents collected in this study and basic 
information for each.41  The documents were each provided a document code to organize by 
institution (“A” for State Central U; “B” for Private City U; “C” for State City U).  If the 
document corresponded to more than one institution, or if there was not an institutional 
affiliation, a number code was assigned.  All 111 documents were saved to a password protected 
                                                 
 
 
40 Triangulation of the data is described later in this chapter. 
41 Appendix K only provides a basic overview of the documents collected and does not include all of the information 
in the Excel Document used for organization and analysis. Identifiable information is not included in Appendix K 
and pseudonyms are used. 
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folder.  Many of the documents were websites which may change over time, so they were saved 
as a pdf in order to capture the information on the page at the time of this research study.  
Document collection started in early June 2018 during institution selection (described 
earlier in this section) and continued throughout this research study until late February 2019.  
Documents reviewed included university websites, news articles, reports, resources, guides, 
social media, and other sources.  Some documents were collected from online sources, visits to 
the sites, or were passed along by the participants.  As participants mentioned items in the 
interviews which the researcher found to be of interest or necessitated more explanation, a note 
was made and documents were collected to help provide additional context.   
Data Analysis 
The multiple-case study design of this study required data collection and analysis 
procedures to help explore the research questions for each case individually, as well as across 
cases.  The data analyzed for this study consisted of online surveys (Method 1), interviews 
(Method 2), and documents (Method 3).  I used a six-step analysis and interpretation process, 
adapted from Creswell (2011): (1) Prepared and organized data: survey answers, recorded 
interviews, transcriptions, and interview notes separately.  Completed a manual analysis of all 
the interviews, surveys, and field notes to gain a better understanding of how to approach the 
data.  (2) Explored the data and coded: preliminary exploratory analysis conducted to obtain a 
general idea of the data and collect any additional information needed (documents).  Coding of 
the transcriptions, notes, and documents; documenting the broad themes.  (3) Coding to develop 
descriptions and themes: analyze the descriptions to help show the setting as well as major 
themes and subthemes prevalent in all data sources and layering of themes for organization.  (4) 
Report and represent findings: construct narrative to respond to the research questions.  Support 
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themes with dialogue from interviews, surveys, notes, and documents (provided in the remaining 
chapters).  (5) Interpretation: analyze study for overall view of the phenomenon researched in 
this study and present.  (6) Validation: note accuracy and credibility in the limitations section 
(Creswell, 2011).  Following these steps ensured all of the data was collected and analyzed in a 
systematic and organized process.  
Following the multiple-case study design, an analysis was done separately on each of the 
cases (institutions), as well as across all three of the cases to the same level of detail (Yin, 2014).  
During the individual case analysis, notes were taken on themes to explore across all three cases.  
Thematic analysis allowed the themes to emerge from the data as a result of coding, instead of 
creating themes and fitting the data within.  The research questions provided guidance on general 
areas of exploration (specifically personal, intuitional, and political influences), but the 
conceptual framework and research interest is to understand the complex system of advisors 
supporting undocumented students, so all themes were of interest.  Data analysis was completed 
simultaneously with data collection to identify and explore themes throughout, but a complete 
analysis was done once all of the data was collected to ensure everything was explored 
thoroughly.  As I analyzed and interpreted the results, I found a need to collect and analyze 
additional documents in order to understand the findings more in-depth.  The research questions 
necessitate the analysis of the entire system of advisors supporting undocumented students, but 
then focus specifically on personal, institutional, and political motivational factors.   
I used the computer software Nvivo 12 to assist in coding and analyzing the data.  I began 
by loading all of my survey data (Method 1), interview transcripts (Method 2), and documents 
(Method 3) into the software, organizing them into folders.  I created cases for each participant 
and institution, allowing me organize and capture all of the data gathered for that individual case 
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(participant or institution) and explore within and across the cases using all of the data sources.  I 
also created case classifications for the participants and institutions to organize demographic and 
descriptive information for each case, as well as to help explore additional connections across the 
data.  I used the following case classifications for the participants: advising load, age range, 
education level completed, education level in-progress, ethnic group, gender, institution, number 
of students in unit, participation (survey, or survey and interview), title, type of advising, unit, 
and years in academic advising.  Case classifications for the institutions included: number of 
advisors at the institution, city population, classification, student populations, location, public or 
private, selectivity, setting, size, and type.42  The case classifications were most helpful for 
exploring all of the participant data within each institution.  The other case classifications were 
used to provide a general understanding of the institutions and participants in this study, as 
included in the tables earlier in this chapter.43   
I added various nodes in Nvivo 12, which provide a way to gather related material of 
interest in an organized manner, and then explore for patterns.  Initially, I created nodes based on 
each survey and interview question, as they were aligned to explore different aspects of the 
research questions (as described earlier using the research matrix in Appendix L).  I then coded 
all of the survey and interview transcript data to these initial nodes (survey and interview 
questions).  I was then able to run crosstab queries of the nodes (by each question) and by the 
                                                 
 
 
42 Case classification information for each institution was collected from institution websites and the Illinois Board 
of Higher Education (IBHE) website. 
43 Tables are also provided in Appendix M (institution) and Appendix N (participant). 
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case (institution).  An example of the query by question is included in Appendix P, and the 
number of responses coded within each node is included.  Organizing in this format was very 
helpful for initial coding as I was able to pull all of the responses for each question (node), and 
additionally pull each question by the institution (case).  The survey and interview data was 
initially coded separately, and then reviewed together using the crosstab query results.  This was 
to ensure there were not separate themes from one type of data method, which was not consistent 
with the other.  After reviewing the individual results from each method, these were coded 
together, and this is how they are presented in the findings.   
I went through each crosstab query result, and used open descriptive coding to create 
nodes in Nvivo 12.  Open coding is helpful to gain an initial reflection of the data (Saldaña, 
2013).  As described by Saldaña (2013), “descriptive coding summarizes in a word or short 
phrase – most often as a noun – the basic topic of a passage of qualitative data” (p. 88).  This 
type of coding is useful when there are multiple types of data, as in this study.  Since this 
resulted in a high number of codes, I went back through finding overlapping codes and they were 
combined.  I explored each code, identifying connections and creating categories which lead to 
themes presented in the findings in Chapter 4.  Appendix Q provides an overview of the initial 
codes and categories.  Themes identified in this study (explored in more detail in Chapter 4) are 
Professional Responsibility as Advisor (Personal Experience with Students; Separation of 
Professional Role and Personal Life); Human Rights, Social Justice, and Advocacy; Institutional 
Context; and Political Climate and Increased Dialog.  The themes help to explain the central 
focus of this study of how advisors understand their experiences in serving undocumented 
students, and how and why they were motivated to increase their ability to assist, specifically 
personal, institutional, and political. 
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Reliability and Validity 
This research study was designed with procedures to increase the reliability and validity.  
The initial survey (Measure 1) provided a larger sample of participant experiences and an 
additional collection of data to help support the findings from the in-person interviews (Measure 
2).  Documents (Measure 3) provided a better understanding of the institutional context and also 
helped to support and add a better understanding to Measure 1 and Measure 2.  The three 
methods of data collection provide a more in-depth exploration of the central phenomenon from 
a variety of viewpoints.   
The multiple-case study design helped to strengthen the validity within this study.  
Merriam (1998) stated “the inclusion of multiple cases is, in fact, a common strategy for 
enhancing the external validity or generalizability of your findings” (p. 40).  By exploring three 
cases separately and then conducting a cross-case analysis, a better and more in-depth 
understanding of the experiences of advisors was provided.  Dimensions of shared beliefs among 
advisors, and shared beliefs within institutions could be explored. 
All the data was collected, transcribed, coded, and analyzed by the researcher.  Member 
checking was done following the interviews to ensure accuracy of participant responses.  The 
transcripts were sent to each participant and any corrections noted by the participant were made 
prior to coding and analysis.  Only two of the participants had small changes to the transcripts 
which were made prior to the complete analysis. 
Data triangulation. Triangulation of data is important to validate the findings (Creswell, 
2011; Yin, 2016).  Throughout the study I identified ways to support the inquiry with multiple 
forms of evidence, or to explore certain areas more in-depth.  The use of three different methods 
(survey, interview, and document collection) provided for a rich data analysis.  The research 
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matrix (Appendix L), as described in a section above, provided a guide for cross-data collection 
and analysis.  Patterns which emerge from the interviews (Measure 2) were checked for 
consistency with the survey (Measure 1), and document (Measure 3) provided an additional 
understanding of the context and further exploration of the themes.  Yin (2014) states, “for case 
study research, the most important use of documents is to corroborate and augment evidence 
from other sources” (p. 107).  I reviewed all of the data to ensure the findings were corroborated 
across the multiple areas, exploring categories and themes across all areas.   
Generalizability. The aim of this study was not to provide a statistical generalization to a 
population, instead, the findings provide analytical generalizations.  “The analytical 
generalization may be based on either (a) corroborating, modifying, rejecting, or otherwise 
advancing theoretical concepts that you references in designing your case study or (b) new 
concepts that arose upon the completion of your case study” (Yin, 2014, p. 41).  Case study 
findings provide a better understanding of the unique ways in which people experience their own 
reality, and exploring multiple viewpoints are useful as we try to better understand the world.  
While case studies are unable to directly predict actions of others, they may guide how we think 
about what may happen and we may be able to find patterns (Stake, 1995).  Ways to increase the 
generalizability include using a standard sampling procedure, not focusing on one individual as 
the case, and using many units of analysis (Merriam, 1998).   
The conceptual framework and conceptual model provided in Chapter 2 which provide 
the basis for this study, focus on the holistic system of influences motivating advisors.  Using the 
multiple-case design and exploring typical (not unique) cases, provides a better understanding of 
the experiences of advisors across higher education institutions.  This study explored three cases 
and multiple perspectives within these cases, allowing for analytical generalizations.  The 
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findings provide a better understanding of the variety of motivating factors of advisors.  This 
study does not attempt to explain the one motivating factor that is most influential or a set of 
conditions necessary for motivation, but instead takes into consideration the context (institution 
and political) in which an advisor is situated, as well as the personal factors which are unique to 
each individual advisor.  While the advisors in this study were located at three specific four-year 
institutions in Illinois, the conceptual model may be used to understand advisors who have built 
their UDSC at other institutions.  
Limitations 
As stated above, the qualitative and case study design of this research do not aim to 
generalize the entire population.  The cases studied, research design, climate, and all aspects of 
the research were to provide an in-depth exploration into how individuals at three different 
institutions make sense of their experience and are bounded within certain contexts.  This study 
provides a deeper understanding of advisor experiences within and across institutions, but there 
are limitations which should be considered for this study. 
This study focused on advisors as they have a specific role supporting students, as 
described in Chapter 1 and Chapter 2.  While there are a large number of advisors within higher 
education, they only represent a portion of higher education professionals.  As this study did not 
include participants who did not identify outside of an academic advisor, the inclusion of other 
institutional agents would provide additional richness to research.  
The current immigration context was essential to this study, which may provide some 
limitations to this study.  Policies, procedures, and the immigration climate are volatile as they 
are constantly changing at the institutional, state, and federal level.  The literature review in 
Chapter 2 provides information on the policies and procedures at the state and federal levels, and 
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Chapter 4 provides the institutional context at the time of this study.  The changing policies, 
procedures, and climate was monitored and considered throughout the study.  The constantly 
changing immigration context, while volatile, was a central piece of the study requiring specific 
attention.  A limitation to this study is how it is bound within a specific political context. 
Another limitation is the study is focused on four-year selective institutions in Illinois.  
Illinois was specifically selected because of the positive legislation, population of undocumented 
immigrants, and lack of studies in this area.  Large four-year selective institutions were selected 
because of the number of participants available and the qualities of the institutions.  The focus on 
large four-year selective institutions within Illinois limits the study.  Replication will need to be 
done in the future to explore the applicability to other states and institutions. 
Participant recruitment and selection also provides limitations.  First, it was important to 
collect the data within a short amount of time due to the context (described earlier in this 
chapter), limiting the number of participants.  A longer recruitment period could have produced a 
higher number of participants and a more diverse group of participants.  Second, the multiple 
forms of data collection allowed for triangulation, but not all of the participants from the online 
survey (Measure 1) participated in the interviews (Measure 2).  Third, one fewer participant was 
interviewed at State City U than the other two institutions.  Fourth, while I attempted to recruit 
participants providing a variety of different qualities (demographics, units, etc.), there were 
limitations to the diversity of the participants.  Females represented 18 out of the 19 participants. 
Based on the information collected on advisors at the three institutions, around 70 percent are 
female.  Other advisor characteristics at the three institutions were unknown, so this study is 
limited as to the participants being representative of the whole academic advisor population. 
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 As I work full-time in a position which is very time consuming and I had to take time off 
of work in order to conduct my research, it provided limitations to my study.  Coordinating and 
conducting the interviews at the different institutions was time consuming, and all interviews 
were conducted during work hours on the participant’s campus.  Due to the busy participant 
schedules and travel to different institutions, the interview schedule did not always allow for the 
discussions to last beyond one hour, even if the conversation could have continued.  Follow-up 
interviews were not conducted which may have provided additional perspectives on the 
experiences. 
Researcher Assumptions, Lens, Positionality, Bias, and Motivation 
I approached this research study with an awareness and disclosure that my position as a 
researcher, practitioner, and person within society is situated based on my unique experiences 
which are by default directly connected to why and how I conducted and understood this 
research.  Qualitative research places the researcher at the center of the study, especially one 
involving interviews, where the researcher is central to the interpretation of the study (Yin, 2016, 
pp. 40–41).  I made decisions based on who, what, when, and where to study, which determined 
the direction and conclusions for this study.  The below sections provide a better understanding 
of the intrinsic relationship between this research study and myself as a researcher. 
Assumptions 
Merriam (2009) states, “drawing from the philosophies of constructionism, 
phenomenology, and symbolic interactionism, qualitative researchers are interested in how 
people interpret their experiences, how they construct their worlds, (and) what meaning they 
attribute to their experiences” (p. 14).  Qualitative research often falls within interpretive 
research, which “assumes that reality is socially constructed, that is, there is no single, 
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observable reality.  Rather, there are multiple realities, or interpretations, of a single event” 
(Merriam, 2009, p. 8).  Constructivism (or interpretivism) informs research centered on 
knowledge being constructed, not discovered or found.   
I approached my research with the assumption that there are multiple realities, my 
research is value-bound, time and context are important (and therefore limit) my findings, and 
cause-effect investigations are irrelevant (Yin, 2016, p. 22).  Context, interactions, and cultural 
norms are important to how individuals navigate their world socially and historically, and 
constructivists seek to explore all these aspects to understand how the individual makes sense of 
their reality (Creswell, 2011, p. 8).      
Lens 
I approached this study with an interest in understanding how unique individuals function 
within a specific context.  My focus is on advisors because of my role within academic advising, 
and interest in how advisors support and assist students, specifically students who are 
underserved within higher education. 
Positionality  
The goal of my research study is to present a deeper understanding of how and why 
advisors increased their ability to support the undocumented population through a qualitative 
study, and my positionality had an impact on my design and interpretation.  While careful steps 
were taken to ensure protocol was followed, my positionality is part of this study.  The below 
provides an overview of my positionality impacting and guiding my study. 
I work an academic advising administrator and advise students at a large public 
institution within the state of Illinois.  I work directly with a diverse student population, advisors, 
staff, faculty, and other administrators.  I have worked in the higher education field on one 
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campus since 2007, and previously in restaurant management.  I am a graduate student at the 
same institution where I work, and have been interested in undocumented student research and 
support services since 2009, although my support for the undocumented population started 
before this time. 
I am connected to larger networks of advisors at my institution, throughout the State of 
Illinois, and globally due to my membership and active participation in advising associations.  
These connections provided access to recruitment measures, sites, and participants I may not 
have otherwise.  I made sure I followed my IRB protocol and introduced myself as a researcher, 
but I am aware participants may know me within my role in academic advising.  While there was 
an attempt to be purposeful in the sampling and selection of participants, due to my networks 
there may have been unintended bias in the selection of institutions and recruitment of 
participants.  Advisors who know me may have been more or less compelled to participate in the 
study.  I am also aware of how my role within academic advising and working directly with 
students shaped my position throughout this study and my position as a practitioner is intrinsic to 
the reason I conducted this study.   
My race and legal status also had an impact on this study.  I am white, a U.S. citizen, not 
a first-generation college student, and come from a middle-class family, all of which provides me 
privilege.  My research explores an aspect of a population who do not carry the same privilege 
within the U.S. nor within higher education.  Personally, I have experienced the turmoil which 
the immigration process and the vulnerable status creates up-close.  I have connections and 
friendships with many who are experiencing the limitations, bureaucratic process, and 
frustrations of the immigration system.  I continued to explore my position of privilege and 
power related to immigration status in the U.S., and understand my position of doing research on 
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a population who are vulnerable.  While I have these close experiences, I am not undocumented.  
I recognize my position of power and privilege, and I strive to use these as an institutional agent, 
advocate, and researcher.  I am an advocate for undocumented immigrants, immigrant rights, and 
positive immigration policies, and I understand my position impacts my research.  I understand 
all of my experiences help define my role as a researcher and my process of conducting research.   
Bias 
While I used previous literature and framework to guide my study, I understand my 
research was impacted by my bias.  Bias exists from the selection of the research problem or 
issue being studied, to the research design, participant and site selection, theoretical or 
conceptual approach taken, themes explored, and all stages of the research process.  In order to 
be as transparent as possible, I provided as much detail as possible to the decisions I made for 
research design, to methodology selected, to the findings, and the conclusion.  In addition, I used 
previous studies and literature to guide my decisions throughout the research process. 
Motivation 
Barnhardt, Phillips, Young, and Sheets (2017) state “equity-minded practitioners possess 
professional abilities and personal desires to influence campus policy, practice, or the 
distribution of organizational resources that affect the ways marginalized and/or minoritized 
students experience college” (p. 3).  My motivation for this study is to make education more 
equitable for all students.  My positionality, as described above, provided me with the motivation 
to support undocumented students.  I fully intent on integrating my research into my role as a 
practitioner, and for my practice to guide my research for future studies.  I hope to influence the 
practice for undocumented student support on my campus, the profession of academic advising, 
and continue to advocate for positive immigration policies and practice. 
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CHAPTER 4: FINDINGS 
The purpose of this study is to explore the motivation of advisors to support 
undocumented students in higher education.  Through the exploration of how advisors view their 
entire experience, this study seeks to understand the different influences on academic advisor 
motivation, including personal, institutional, and political factors.  An examination of academic 
advisor experiences resulted from the following research questions: 
1) Why are academic advisors motivated to support undocumented students?  
a) How do academic advisors view their experience supporting undocumented 
students? 
b) How do personal, institutional, and/or political factors and context impact 
academic advisors' experience supporting undocumented students?  
As described in the conceptual framework at the end of Chapter 2, this study is interested in 
understanding the holistic experience of the advisors, operating within various systems, not 
attempting to isolate individual factors (Bridgen, 2017).  The qualitative case study design allows 
for multiple contextual layers, such as personal, institutional, and political factors to be explored, 
but also to understand all aspects of the advisors’ experience as a integrated system. 
This chapter reports the findings of this multiple-case study, and is presented in a format 
that provides the best understanding of the results (Yin, 2014, p. 184).  This study consists of 19 
participants completing an online survey (Measure 1), 11 in-person interviews (Measure 2), as 
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well as an in-depth document collection (Measure 3).44  Although this is a qualitative study 
which typically follows a narrative presentation, tables are included in this chapter to help make 
the data more understandable, especially with the multiple-case study design (Yin, 2016, p. 257).  
The tables display themes and provide select quotes45 illustrating the concepts to construct 
meaning of the themes.  Themes, as explained in the previous data analysis section in Chapter 3, 
are the result of coding, and help to provide identity and/or meaning to the data (Saldaña, 2013, 
p. 175).  Following each table is a descriptive analysis of the findings. 
Themes 
The findings led to themes, which include: Professional Responsibility as Advisor 
(Personal Experience with Students; Separation of Professional Role and Personal Life); Human 
Rights, Social Justice, and Advocacy; Institutional Context; and Political Climate and Increased 
Dialog.  Each of these themes are discussed in the below sections.   
Theme: Professional Responsibility as Advisor 
One of the most prevalent themes throughout the study across all participants at all 
institutions was the Professional Responsibility as Advisor.  Participants felt it was their 
responsibility as an academic advisor to build their Undocumented/DACAmented Status 
                                                 
 
 
44 Chapter 3 provides the research methodology, including details about each of the research Methods. 
45 Direct quotes from the online survey (Measure 1) and the in-person interview (Measure 2) have quotation marks. 
If a response is a summary and not a direct quote, quotation marks are not used. Each example includes the 
participant and corresponding type of data collection (Measure 1 or Measure 2) in parenthesis. 
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Competency (UDSC)46 to provide support undocumented students.  Table 4.1 below provides 
select quotes from the participant data exploring this theme. 
Professional Responsibility as Advisor was described as a personal motivation for most 
advisors, extending across all institutions.  Even if political and institutional factors were 
included in the participant experiences, the majority of the advisors mentioned their professional 
responsibility as the reason they are motivated to support undocumented students.  The findings 
demonstrate advisors have a strong commitment to the role they serve in the student experience, 
and this motivation is directly connected to the responsibility they have as advisors to support all 
students.  Participants felt it was their responsibility as an advisor to increase their ability to 
support undocumented students.  Supporting students is the primary focus of their position, so 
training and knowledge is an essential function of their job.  The ability to support students with 
unique needs requires knowledge and resources for the specific population.     
                                                 
 
 
46 UDSC (Nienhusser & Espino, 2017) is discussed in more detail in the Chapter 3 Literature Review and 
Conceptual Framework. 
Table 4.1 Professional Responsibility as an Academic Advisor 
State 
Central U 
• “It is important to me professionally and personally to provide them with competent advising 
services that are useful rather than hindering.” (Amanda, Measure 1) 
• “I want these students to feel my unconditional commitment to them as students and as people on 
behalf of our university and community as well as personally.” (Heather, Measure 1) 
• “I honestly feel like it's part of my job as an advisor...” (Teresa, Measure 2) 
State  
City U 
• “As an advisor, I want to be able to support all of my students. As such, it was necessary that I 
learn more about undocumented students and how I can best serve them.” (Samantha, Measure 1) 
• “A commitment to serving all students, regardless of the challenges that they bring in, or that they 
have.” (Margaret, Measure 2) 
Private 
City U 
• Desire to help all students, and to help them well, which means becoming well-informed and 
equipped... (Angela, Measure 2 Interview Notes) 
• “I felt like it is an essential part of my job. We're there to support all students.” (Kelsey, Measure 
2) 
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Possibly the most important aspect about this theme was the prevalence within and 
among all three of the institutions.  All three institutions in this study have a decentralized 
advising structure, as described in Chapter 3 based on document analysis (Method 3), and only 
State City U has an office providing professional development for academic advising.  Despite 
these decentralized structures, the findings suggest there is a strong sense of professional 
responsibility among advisors, extending beyond institutional structures, and may be a shared 
belief or norm within the “institution” of academic advising.  The advising profession, as 
discussed in Chapter 3, share core values and competencies focused on conceptual, 
informational, and relational components (NACADA: The Global Community for Academic 
Advising, 2017a).  While advising core values were not the focus of this study, the responses 
provided by participants reflected the areas of respect, inclusivity, commitment, empowerment, 
and caring for students, and connected their experiences to the advising profession.     
Sub-Theme: Personal Experience with Undocumented Students. A sub-theme of 
Professional Responsibility as Advisor, is Personal Experience with Students.  Working directly 
with one or more undocumented students within their role as an advisor motivated many 
participants to build their competency to support undocumented students.  Many advisors 
mentioned specific or general experiences they had working directly with undocumented 
students, and identified this as one of their motivating factors.  Their contact with undocumented 
students was a meaningful experience, and influenced how they support these students.  Similar 
to the main theme described above, this was not unique to one institution.  Select findings are 




Experiences meeting with undocumented students in-person furthered many advisors’ 
motivation to build UDSC to support these students as they understood the need first-hand.  
Knowing undocumented students were at the institution generally was influential for a number of 
advisors, but many also discussed direct interactions with undocumented students reflected on 
these experiences as a strong motivating factor to increase their UDSC.  Some advisors provided 
one or more detailed experiences meeting with undocumented students and how it prompted 
them to seek training, resources, and/or knowledge in order to support this and other 
undocumented students in the future.  Adding the direct student experience helped to highlight or 
reiterate the importance for that advisor to support undocumented students.   
 Undocumented students often live in the “shadows,” where advisors may not know if a 
student is undocumented until the student discloses (UndocuScholars Research Team, 2015).  
The processes of a identifying as undocumented, or “coming out,” is a personal decision 
revolving around different personal, institutional, and political factors (Muñoz, 2016).  As the 
focus of academic advising is centered around the relationship with a student, direct interactions 
with undocumented students bring a personal attention to the need for UDSC.  The realities of 
Table 4.2 Personal Experience with Undocumented Students 
State 
Central U 
• “Working with undocumented students who face really tough decisions about pursuing law school 
motivated me to understand this issue better.” (Jennifer, Measure 1) 
• “…as soon as I met those students, and it became clear that this was a part of something that was 
making their life more difficult.” (Amanda, Measure 2) 




• “Personally because I feel like students do feel comfortable disclosing to me, so I feel like I should 
take advantage of that and be able to then help them as much as I could.” (Lauren, Measure 2) 
Private 
City U 
•  “Well that would go back to the stories...The first one to identify himself as such, and my 
scramble to find whatever I could for him. The woman whose feelings I hurt because…I just was 
not taking her situation into account. And then finally being able to work with that community 
college student who was undocumented herself…” (Linda, Measure 2) 
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the challenges these students face highlight the importance of awareness, knowledge, and skills 
advisors need specific to undocumented students.   
Sub-Theme: Separation of Professional Role and Personal Life. Another sub-theme 
of interest within Professional Responsibility as Advisor was Separation of Professional Role 
and Personal Life, which explores how their role as an advisor is connected or separated from 
their personal life.  Table 4.3 provides selections from the findings, followed by an overview and 
analysis. 
All of the participants in this study, as defined in the participant criteria, made an effort to 
build their competency to support undocumented students within their profession as an advisor, 
but there was a variance among the participants on how their motivation was connected to or 
extended to their personal life.  Some advisors expressed a strong personal connection with 
undocumented immigrants beyond their role within higher education, while others expressed a 
disconnect.  Some participants mentioned they have experienced or were concerned they would 
face Adversity or resistance from family or friends if they showed their support for 
undocumented students beyond their institution. 




• “...that's where I think I would face adversity is because people who were on my social media I 
know don't hold the same views as me, and I hate putting things up there that will create a 
debate.” (Teresa, Measure 2) 
• “…family members…just helping them try to understand…these are real people who, they came to 
the country when they were tiny, they don’t even know where they were born…that’s not what they 




• “family back home, and so that personally, that would be the biggest one” (Samantha, Measure 2) 
Personally Connected 
• “Just family members that identify as undocumented I think motivate me, and I know how much 
they need help...” (Lauren, Measure 2) 
• “…family-wise not being far off from that experience. I'm a third-generation American…we're not 




• “Family experience and community work. Near and dear to my heart.” (Judith, Measure 1) 
“…The experience with my son-in-law as an undocumented person...” (Judith, Measure 2) 
• “Having family and having been undocumented myself as a child, has allowed me to naturally 
learn about the challenges faced by this population.” (Angela, Measure 1) 
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When asked if the participants had experienced any resistance from others on their 
campus because they increased their ability to support undocumented students, all advisors 
across all institutions responded they had not experienced resistance within the institution.  A 
couple advisors said that while they have not had negative experiences within their institution, 
they also do not openly discuss to avoid resistance.  Some advisors expressed they felt the 
institution provided a unique and sheltered safe space, one even describing it as a “cocoon” 
(Linda, Private City U, Measure 2).  Margaret at State City U provided the perspective that 
working in education is a unique experience because she always has to think about how the 
political context will impact her at work, specifically how she will need to support students, 
while others, such as her husband, are able to ignore a lot of the daily news once they go to work. 
This sub-theme emphasizes the strong connection advisors have with their professional 
role, and the shared beliefs among advisors as professionals within higher education.  The 
conceptual framework of this study provides and understanding of the structure encompassing 
higher education institutions.  All three of the institutions in this study have some level of 
institutionalized undocumented support practices and have provided statements of support for 
undocumented students within the institution from the top level.  The findings support the 
understanding of institutions, and how institutional policies, missions, and other factors bounded 
within the institution is embedded within the institutional agents. 
Theme: Human Rights, Social Justice, and Advocacy 
Another theme prevalent throughout the participant data was Human Rights & Social 
Justice. Many participants discussed how they were motivated because of their belief that 
supporting these students was the right thing to do.  Similar to Professional Responsibility as 
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Advisor, this theme was prevalent across all of the institutions.  Table 4.4 provides selections 
from the data, followed by an analysis.  
Table 4.4 Human Rights, Social Justice, and Advocacy 
State Central U 
• “I believe that all students have a right to higher education; not just the privileged few…” 
(Emily, Measure 1) 
• “I just can't stand to live in a place that treats PEOPLE so poorly, calling them aliens, and 
having no regard or dignity for their lives.” (Natalie, Measure 1) 
• “… it doesn’t even begin to touch what should be done, right? So not enough…But yes, 
certainly I would want to be an advocate and I would want to…see it as approaching a 
social justice orientation as a professional.” (Wanda, Measure 2) 
State City U 
• “A commitment to social justice and a desire to meet our students' needs.” (Margaret, 
Measure 1) “My experience and how my experience has shaped my view of the world, and 
in this idea that privilege exists and we should work to equalize.” (Margaret, Measure 2) 
• “I believe that education is a human right, not a citizenship right.” (Sophia, Measure 1) 
• “I think I would see it as advocacy. I think the role of advocate comes easy to me…” 
(Lauren, Measure 2) 
Private City U 
• “I will say that this was supported by my own fundamental belief that education is a human 
right...” (Linda, Measure 1) 
• “I've definitely been more thoughtful of how documentation status can affect everything in 
a person's life not just their education, and how I can serve that population of folks, and 
advance causes to make immigration safer, more livable, easier, etc., more accessible.” 
(Kelsey, Measure 2) 
 
Responses included education as a right for all, equal treatment and fairness for everyone, 
additional support needed by students who are marginalized or face tough barriers, and the role 
privilege serves and how one may use this power to serve others.  Advisors felt in their position 
it was important for them to help all students receive an equitable education, and it was 
important for them to advocate for their students.  While these advisors connected their social 
justice stance back to their role as an advisor, the emphasis was more situated within their own 
personal beliefs and values.  The conceptual model discussed in Chapter 2 has the academic 
advisor at the center, emphasizing the main area of influence is the individual advisor as despite 
the influencing factors, they determine how to react. 
Advisors use their position of power and the social capital they accumulated to be an 
institutional agent to these students.  Connecting human rights, social justice, and advocacy to 
their role as an academic advisor helps them to understand how they can help marginalized 
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groups navigate through higher education.  The advising core value of inclusivity highlights 
equity and support for diverse populations (NACADA: The Global Community for Academic 
Advising, 2005).  These qualities are intrinsic to an individual’s beliefs and values.  This study 
does not explore if these beliefs and values of human rights, social justice, and advocacy were in 
place prior to the participants becoming an advisor, but the advisors expressed these beliefs were 
a strong personal motivating factor.  
Theme: Institutional Context 
Another theme was the important role the Institutional Context serves in motivation 
advisors to increase their ability to support undocumented students.  The data provided a rich 
exploration of the institutional context.  Table 4.5 shares selections from the findings on the 
institutional context influencing motivation for participants.  Table 4.6 includes advisor 
perspectives on the institution’s ability to support undocumented students.  Table 4.7 provides 
participant views on the variance of undocumented student support within their institution.  
Table 4.8 shares the institution’s stance on undocumented students, from the participant 
perspective.  Last, Table 4.9 includes the participant beliefs on academic advisor UDSC at their 
institution.  Each table is followed by an analysis of the findings.  
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Institutional factors were found to be connected to advisor motivation at State City U and 
Private City U.  Equally of interest was the lack of institutional factors as motivation for advisors 
at State Central U.  The institution’s atmosphere, resources and support, campus climate, student 
population, encouragement, and network were some of the main factors discussed by advisors at 
State City U and Private City U.  The mission and support from the top (president of the 
institution) was emphasized by advisors at Private City U, along with a shared sense of 
importance across campus to serve undocumented students across the entire campus.  While 
State Central U and State City U share the same president and both campuses received many of 
the same or a variation of the same email communications (discussed in Chapter 3 institution 
overviews, as discovered through the document analysis), advisors at State City U believe their 
institutional stance was very supportive of undocumented students, while State Central U 
advisors were more uncertain on the institution’s stance.  Some advisors felt it might be 
Table 4.5 Institutional Context 
State Central U 
• “Other than the fact that I guess, our institution...I don't even know if you would call it an 
institution...a unit within our institution offered the information session that I first went to, 
that would have been the only factor.” (Teresa, Measure 2) 
• “Well, I think the fact that (the student staff coalition) was offering these training (and not 
the campus), I don’t know…” (Wanda, Measure 2)  
• “…this campus does support advisors, and so it’s nice to have that, and those 
opportunities get published and advertised to us, and so that’s helpful.” (Bethany, 
Measure 2) 
State City U 
• “…the atmosphere at State City U is very active in helping undocumented students and 
that motivates me to have the backing of my institution…” (Lauren, Measure 1) “The 
support that I get from my department and my colleagues I think is important and the 
availability of it… I think being at (State City U)...it's a no-brainer here.” (Lauren, 
Measure 2) 
• “The relatively large number of undocumented students on State City U’s campus.” 
(Steven, Measure 1) 
• “Undocumented students are a part of State City U.” (Samantha, Measure 1) 
Private City U 
• “Private City U has been a leader in acting on DACA and serving daca-mented and 
undocumented students. Staff were encouraged to attend the DREAM training...” (Kelsey, 
Measure 1) “I think certainly the (religious) mission and values was certainly 
motivating…to serve those on the margins, and to give voice to the voiceless, and to raise 
up folks who are men and women for others.” (Kelsey, Measure 2) 
• “…the mission, and trying to actually…live it and do something about it, instead of it just 
being a bunch of words…And why would I stay this long, at this place, if there wasn't 
something really good going on here.” (Judith, Measure 2) 
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supportive, but they also expressed it may be specific units and not the entire campus, or the 
stance was more on paper and not in institutional practice.     
 These findings emphasize the differences among the institutions.  The two institutions 
(State City U and Private City U) with more institutionalized undocumented student practices are 
reflected in the advisor experiences.  Undocumented students are present on all three of the 
campuses, as reflected in the personal experiences by the advisors (discussed in the previous 
section).  All three institutions express support for undocumented students, but the variance 
among the advisors working within these institutions demonstrates how institutionalization of 
this agenda, as discussed by Southern (2016), may either serve as a factor motivating advisors to 
support undocumented students, or may not be a factor.      
Table 4.6 Institution’s Ability to Support 
State 
Central U 
• “The fact that we recognize them, I think is a good step one…some supports on campus for them. 
Could we do more, yes...” (Bethany, Measure 2) 
• “I think their ability is limited, but my sense is that they’re…allowing these trainings and 
providing…resources for people like me is a step, but I think it’s…woefully inadequate for maybe 
reasonable and unfortunate reasons.” (Wanda, Measure 2) 
• “Poorly?! …I think we decided we were not officially a sanctuary campus, so, example number 
one. I feel like our institution is very passive…” (Amanda, Measure 2) 
• “I think that they do a lot of things to try. I'm not sure how successful those efforts are. …we're a 
public institution and we want funding, so that sometimes limits our ability to do things…So, we 
could certainly do more.” (Teresa, Measure 2) 
State  
City U 
• “I think we do a fantastic job. Our people are extremely knowledgeable, and we train our 
advisors to be able to work with undocumented students, and to have referrals when needed…I 
think we have a very strong alliance here.” (Samantha, Measure 2) 
• “I think it really depends…I think the folks that are working with it day in and day out, like 
financial aid, I think they do their best, and certainly have policies…But outside of that…I think 
it's really a unit-by-unit…” (Margaret, Measure 2) 
• “I think that there are resources and a lot of initiatives...various, I wouldn't say maybe a lot...to 
help students. I think we could do better…I think a lot of schools look to us to set an example, but 
I'm happier than I have been with other institutions.” (Lauren, Measure 2) 
Private 
City U 
• The institution could do a better job financially, and getting the word out about support. (Angela, 
Measure 2 Interview Notes) 
• “I think the students really led the effort for the institution. And I think the institution saw that 
and...reinforced that need to help, and to be a resource and a safe place for students.” (Kelsey, 
Measure 2) 
• “I think it's a part of the mission that they actually live out. (Private City U) isn't utopian, it has 
its downfalls in different places. Don't we all? We're not perfect. But I think in general they 
really do try to live out this mission.” (Judith, Measure 2) 
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Responses at State Central U ranged from advisors believing the institution was trying to 
serve undocumented students, to an advisor believing the institution’s ability to support was 
poor.  None of the advisors provided a strong belief that State Central U was strong in the ability 
to support, and most felt the institution could do more.  Some advisors at this institution 
mentioned the mission as a public institution or the diversity of the institution positively 
impacting the support for all students.  Overall, the advisors did not emphasize institutionalized 
support for undocumented students at State Central U.  State City U and State Central U 
responses showed there was more variance across these institutions when it comes to supporting 
undocumented students, both among units and advisors.  Advisor responses from State City U 
varied from fantastic ability to support undocumented student, to adequate with need for 
improvement.  The advisors described there to be a variety of initiatives and units who provide 
more support, but it is not consistent throughout the entire institution.  The responses from 
advisors at Private City U also varied from doing a very good job and carrying out the 
institution’s mission, to the need for improvement, at least in certain areas. 
Advisors in this study were not definitive on how they would describe their institution’s 
ability to serve and assist undocumented students.  Some of the findings point to the restrictions 
placed on anyone’s ability to fully assist and support (including the institution’s) undocumented 
students due to the political climate, as well as the limitations on funding for scholarships and 
support services.  Additionally, a couple of advisors discussed that while they may believe the 
institution is doing a good job, they are unsure if the students actually feel supported.  These 
findings provide a little more context of how advisors feel of the institutional ability to support 
undocumented students.  This question was not focused on understanding the institution as a 
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motivational factor for advisors, but instead to provide a better understanding of how advisors 
view their institution.   
Similar to the previous section, the perspectives in Table 4.7 provide a better 
understanding of the institution context, from the experience of advisors within these institutions.  
State Central U and State City U participants discussed there was a variance in support across the 
institution.  Most Private City U advisor responses demonstrated some sense that support is fairly 
universal across campus, even if was based on a general feeling that most people at Private City 
U share a similar belief of supporting undocumented students because of the institution’s mission 
and focus.  These findings do not provide a direct understanding of the factors motivating 
advisors, the institution is of interest.  The document analysis (Method 3) provided a sense that 
Private City U’s undocumented student practices were highly institutionalized.  While advisors 
Table 4.7 Support Variance Across Institution 
State 
Central U 
• “I don’t know for sure, I may have some unfair assumptions or stereotypes about other units, but 
my guess is that (my unit) is more favorable than maybe some other units that aren’t as focused 
on these issues.” (Wanda, Measure 2) 
• “I think it varies quite considerably, and I think that places like (Latino/a Cultural House) take 
the brunt of it,…that’s a pretty unfair burden for one to two people to deal with, across a large 
campus.” (Amanda, Measure 2) 
• “I'm not sure, to be honest…I think the units that I've worked with all seem to be similarly 
inclined to help. I think they all face the same problems, or roadblocks.” (Teresa, Measure 2) 
State 
City U 
• “I think that each unit…takes up the call in different ways…We are very siloed, and so I don’t 
know…if the other colleges are making these trainings as important…But I believe that they 
are…The communication that I have with my colleagues across campus in the different colleges 
would make me believe that they are.” (Samantha, Measure 2) 
• “Probably…it's one of those things that it's up to the individual to actually be educated and be 
aware of things…it's there if you want it…” (Lauren, Measure 2) 
Private 
City U 
• She doesn’t know, it depends if others attend trainings. She hopes they would be welcomed and 
respected. (Angela, Measure 2 Interview Notes) 
• “…I like to think that at (Private City U) most the people that work there really were student-
centered and student-focused…But I think that does affect the level of support that each unit can 
provide since it's not consistent training across the university.” (Kelsey, Measure 2) 
• “Everyone I've come across has been hugely supportive, but I'm not in touch with absolutely 
everybody at the university…given the fact that it comes down from the absolute top leadership, I 
find it difficult to believe that there would be a unit that was not interested…” (Linda, Measure 
2) 
• “I think that it's pretty well embedded across the university.” (Judith, Measure 2) 
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at all of the institutions expressed uncertainty towards consistent support across the institution, 
advisors at Public City U expressed the sense there was less variance.     
Advisor perspectives on the institutional stance on supporting undocumented varied 
across the institutions.  Advisors at State Central U were not certain about the institution’s stance 
Table 4.8 Institution’s Stance 
State 
Central U 
• “The fact that they talk about it, is something…I guess I’m throwing a lot of what (the 
Latino/a Center) did as part of the institution response. I’m not really separating them in my 
head, and if I did then perhaps the University has done very little, but some of the smaller 
groups on campus have done a lot.” (Bethany, Measure 2) 
• “They say they are supporting them…maybe there was a message from the president…I feel 
like the president maybe was also advocating for legislation that would be supportive…” 
(Wanda, Measure 2) 
• “Candy and training, put on by other academic advisors, or people in student affairs. That’s 
it…And then the (campus undocumented) website, with the petition that they don’t actually 
tell anyone about…They did take a stand, they wrote a document that said that they were not 
going to let this be a sanctuary campus.” (Amanda, Measure 2) 
• “…that's what I had to go online and try to figure out…I think the stance is...well more 
practical. We allow undocumented students to come here. We allow them, to my knowledge, 
to get in-state tuition. And we don't keep records of who these students are …when all of the 
changes to visa status, and changes to DACA status were coming out, the university was 
really good about sending out notices about how they felt…So, actually I guess we're more 
support...at least on paper and in print, they say that we're supportive.” (Teresa, Measure 2) 
State  
City U 
• “…coming down from the President…we have gotten multiple emails stating that we support 
our undocumented students, we support them in every way that we can. And so, I think that 
trickles down from the leadership, and it is very much seen at State City U.” (Samantha, 
Measure 2) 
• “I know that we are supportive, and certainly continue to admit DACA students 
without…concern for their status. So I think on the admissions side, certainly supportive, on 
the...once they get here, I think we tend to sort of treat them like our other students, and there 
are certainly some offices and some units on campus that are maybe focused on their issues, 
but as a whole, sort of lack of broader, or lack of policy from the highest levels on down.” 
(Margaret, Measure 2) 
• “…I think a lot of times money speaks, and so by them giving money for (undocumented 
student diversity person’s) role, and lawyers, and her grad assistant, I think that that shows. 
There's always room for improvement, but I think at least that shows that (State City U) has a 
relatively good stance on it.” (Lauren, Measure 2) 
Private 
City U 
• A strong stance, straight from the President when ugly reports come out. Since it is a 
(denominational) university, it is tied in faith and church to support. On the other hand, 
others may say they are not doing enough, but when the stance comes from the top… (Angela, 
Measure 2 Interview Notes) 
• “That everyone is welcome at (Private City U)…I think the admissions team and…I know 
financial aid…have worked with students individually to make sure that they feel welcome…” 
(Kelsey, Measure 2) 
• “…it comes down from the top.” (Linda, Measure 2) 
• “Yeah. The President...and right after the…situation in Washington (challenge to 
DACA)...our President (Private City U) came out with a letter, and she's also been a 
signatory on letters...to Washington D.C…So, lead by example….I think the university has 
kind of stayed on the cutting edge of supporting.” (Judith, Measure 2) 
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on supporting undocumented students.  Some expressed the institution was generally supportive 
and there was some communication of support from the State Central U’s president, but the same 
advisors also expressed doubts on if the stated stance coincided with the institution’s actual 
support.  Some advisors at State Central U expressed their displeasure with the institution, 
feeling as though some units unfairly carried the responsibility of the entire institution.  State 
City U advisor responses were consistent that the institution’s stance was State City U is 
supportive of undocumented students, but there were still varying perspectives.  All four advisor 
responses from Private City U mentioned the institution had a strong stance of support for 
undocumented students, three mentioning the support comes directly from the president.  Kelsey 
expressed that while Private City U has a supportive stance, this does not alleviate all of the 
challenges undocumented students may face, such as financial concerns. 
 The exploration of advisor perspectives on their institution’s stance provides a better 
understanding of their understanding of the institutional context.  As described in the conceptual 
framework, the institutional context matters.  Institutional agents, such as advisors, within 
institutions have some shared beliefs and practices, which are bounded within the institutional 
context, such as the mission and administrational stance.  Institutions with strong stances of 
support for undocumented students adapt the institutional climate to make the campus more 
undocu-friendly (Suárez-Orozco et al., 2015; UndocuScholars Research Team, 2015).  Advisors, 
and others within an institution adapt a culture with shared beliefs and values, based on the 





Understanding advisors who have built UDSC at the institutions from the participant 
perspectives provides the last exploration into the institutional context.  Advisors at State Central 
U did not believe that most advisors at their institution were trained to support undocumented 
students.  Most felt that a small number were trained or able to support these students, but not 
most advisors.  Amanda expressed that while she had been to trainings, she was still not 
confident in her own abilities due to the challenges these students face, such as deportation, and 
being limited on what she is able to do.  State City U advisor responses varied, one (Samantha) 
believing that most were trained, and the other two (Margaret and Lauren) were unsure as it was 
more unit specific, but expressed their larger unit was trained, or at least most advisors within the 
unit had some level of knowledge.  Private City U advisor responses were stronger in stating 
they believe most advisors are trained to support undocumented students across campus.  While 
training is not mandatory across campus at any of the institutions, the Private City U advisors 
believe most advisors on campus were trained.  Judith oversees a unit of advisors and she 
requires advisors to go through a certain number of trainings, and one option is the 
Table 4.9 Most Advisors Across Campus Trained 
State 
Central U 
• “Probably not. There’s always a loyal group of advisors who like to learn about these things, 
and then there’s ones I never see…there’s no standard training.” (Bethany, Measure 2) 
• “I don't think so. I think it's a personal decision and it's an option for people to go to, but I 
don't think that all...I wouldn't say most advisors for sure.” (Teresa, Measure 2) 
State  
City U 
• “I believe so (most advisors across campus trained).” (Samantha, Measure 2) 
• “No. You know, again, I think it's really a unit-by-unit, and I feel fortunate to work in a unit 
that (does).” (Margaret, Measure 2) 
Private 
City U 
• “Yea,... I know that the bulk of our advisors are…that's where most advisors live, just because 
they have the sheer numbers, and I know that the training and workshop is encourage among 
those advisors…I would feel pretty confident in saying that most advisors are trained.” 
(Kelsey, Measure 2) 
• “Yes, at least the ones I've seen. There are a great deal of advisors here who have done ally 
training, and a huge number of people over in student development that have done ally 
training, and I know that there are faculty and other staff that have done it.” (Linda, Measure 
2) 
• “Definitely. My whole team for sure is. I don't know if the other advisors in the other schools 
are mandated to attend these, but I kind of think that some of them are...” (Judith, Measure 2) 
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undocumented student ally training.  Variance across campuses in supporting undocumented 
students, as explored in the previous section, is consistent with the variance among advisors who 
have built UDSC.    
Theme: Political Climate and Increased Dialog 
The Political Climate and Increased Dialog was mentioned by advisors throughout the 
study as part of their experience to increase their ability to support undocumented students.  
Personal motivation specifically tied to the advisor’s Human Rights & Social Justice stance on 
immigration was influenced by the change in the political climate and dialog over the recent 
years, but was not expressed to be the motivating reason.  Advisors felt the political climate 
increased the importance for them to support these students and continue to increase their ability 
to support these students.  Many also mentioned how the political changes over time impacted 
how they support undocumented students, which includes being more cautious about keeping 
student lists, providing more mental health support, and being more vocal about support and 
being welcome.  Table 4.10 below, provides selections from participant responses exploring the 
connection to the political climate and increased political dialog. 
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The findings on political climate and increased political dialog show that while the 
political context is part of the participant’s experiences, it was not the main reason advisors were 
motivated to support undocumented students.  Advisor experiences at all three campuses were 
very similar, where they did not feel the political context served as the main factor influencing 
their motivation, but it was integrated into how they support undocumented students.  The 
volatile political climate and negative rhetoric creates challenges in providing the necessary 
support undocumented students need, made advisors feel their role supporting undocumented 
Table 4.10 Political Climate and Increased Dialog 
State 
Central U 
• “This is in a larger context of racist oppression in the (U.S.), and the increased political 
polarization and ugly public rhetoric...” (Wanda, Measure 1) “I just feel like the increasingly 
violent and exclusionary policies of our government make it more important for everybody, 
including academic advisors to be as much in solidarity as they can.” (Wanda, Measure 2) 
• “I think the dialog is very hostile, and as my role as an academic advisor, a lot of it is, helping 
students know that I don’t buy into all of that, and that I am glad that they are here, that they are 
valuable people, that they deserve an education here.” (Bethany, Measure 2) 
• “…there are students who I feel need more of my attention, warrant more of my attention, 
certainly undocumented students.” (Amanda, Measure 2) 
State  
City U 
• “In the last two years...it's something that's very difficult to deal with…I think the mental health 
pieces even worse since, because they're constantly in fear of different things...it's so scary, it 
makes me sick.” (Lauren, Measure 2) “…makes me a little bit more nervous in my advising. I 
think sometimes because I don't want to say the wrong thing...I don't want to give someone false 
hope or...kind of shut something down for them...But it's also made me think a little bit more of 
trying to be more educated about things and try to keep more up-to-date…” (Lauren, Measure 2) 
• “I think the need for support outside of just the general, ‘I’m a student,’ has definitely grown.” 
(Samantha, Measure 2) 
• “It doesn't necessarily affect what we do in terms of the advice that we give, or the way that we 
work with our students, but it certainly puts pressure on our students in ways that can be 
detrimental to their academic experience…” (Margaret, Measure 2) “I think this has been 
something that's been important to me for my entire career. Does it feel like a more socially 
radical thing to do? I suppose some people might see it that way, but I don't know that it feels 
that way to me, as much as like, we're doing the same thing but just in a much harder climate.” 
(Margaret, Measure 2) 
Private 
City U 
• “I became aware of undocumented students during the Bush and the Obama administrations. 
And the Bush administration wasn't anywhere near as punitive…they were starting to work 
toward the goals that the Obama administration also worked toward…” (Linda, Measure 2) 
• “I think folks on the margins are getting pushed further out on to the margins...that's very 
motivating for me to be a more vocal advocate for these students, and to spread information and 
share information, share knowledge with peers and co-workers so that we can all come together 
and better support these students…specifically with undocumented students, I think it's just 
again, being ever more mindful of how uncertainty is playing into their experience.” (Kelsey, 
Measure 2)  “I think it's changed more how, more often I'm seeking information to support 
students because it changes so much.” (Kelsey, Measure 2) 
• “Makes me want to dig in more. That's probably it if anything else. It makes me madder than 
hell.” (Judith, Measure 2) 
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student was even more important, and solidified the advisor’s need to incorporate UDSC into 
practice.  The political climate is another layer, beyond the institutional context, which advisors 
must navigate when supporting undocumented students, making it both more difficult to provide 
support and also more important to provide the support.  As discussed in the conceptual 
framework, this study explores the holistic system of motivating factors for advisors to support 
undocumented students.  The aim is not to isolate one influence from the other, but to understand 
how they are integrated.  The findings suggest that the political context is influential in 
motivating advisors to build UDSC, but not necessarily a strong motivating factor for advisors to 
initially increase their UDSC. 
Findings Conclusion 
The findings led to themes, including: Professional Responsibility as Advisor (Personal 
Experience with Students; Separation of Professional Role and Personal Life); Human Rights, 
Social Justice, and Advocacy; Institutional Context; and Political Climate and Increased Dialog.  
Participant responses in the online survey (Measure 1) and the in-person interviews (Measure 2) 
provided insight into the motivating factors influencing advisors to their ability to support 
undocumented students in higher education, and the institutional context explored within the 
documents (Measure 3) provided an additional understanding.  State Central U, State City U, and 
Private City U all have unique characteristics,47 and advisors within these institutions in this 
study provided experiences shared among other advisors at the same institution as well as across 
                                                 
 
 
47 Institution overviews are provided in Chapter 3. 
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institutions on why they were motivated to support undocumented students.  Judith described 
how supporting undocumented students required effort: “I think there's an effort that had to be 
made to do something about it (increasing UDSC), because I think it's possible to be on the 
periphery” (Judith, Measure 2).  Advisor motivations in this study was connected to a holistic 
system of influencing factors, as described by Wanda: “there’s a couple things going on, 
there’s…the macro societal level, there’s an institutional level, and then there’s the, ‘I want a 
student who comes into the advising office to feel warmly and genuinely welcomed and 
supported’” (Wanda, Measure 2).  Amanda provides another example of the connection among 
influences: “I'm here to be present for the individual student and then to advocate for students on 
a policy-level. It is difficult not to blur those lines…” (Amanda, Measure 1).  At the center of 
this system, is the individual academic advisor and their beliefs and values.  Kelsey states: “I 
have a strong desire to help others, and that to me means doing the best that I can and finding the 
information that I need to serve others” (Kelsey, Measure 2).  Understanding the factors 
influencing advisors as a system, as provided in the conceptual model and explored in these 
findings, provide a better understanding of the personal, institutional, and political factors 




CHAPTER 5: DISCUSSION 
The purpose of this qualitative case study was to explore the motivation of advisors to 
support undocumented students through advisor experiences focused on personal, institutional, 
and political factors.  Chapter 1 provides the introduction for this study.  Chapter 2 provides an 
overview of the literature important to the main concepts of this study as well as the conceptual 
framework that grounded this research.  Chapter 3 includes the methodology, including the 
research design, site and participants, data collection, and data analysis utilized.  The findings are 
presented in Chapter 4.  Data analysis produced four themes of interest to this study, which 
include: Professional Responsibility as Advisor (Personal Experience with Students; Separation 
of Professional Role and Personal Life); Human Rights, Social Justice, and Advocacy; 
Institutional Context; and Political Climate and Increased Dialog.  In this chapter, I provide a 
discussion of the findings, implications for practice, contribution to the literature, 
recommendations for further research, as well as concluding thoughts. 
Discussion 
Advisors are important institutional agents because of the high volume of students they 
directly support within higher education and the direct guidance they provide students on 
academic and life planning (Gordon, 1992).  Passing along knowledge and resources, and 
helping students navigate the complex structures of higher education is valuable in the attempt to 
ensure all students experience the same equitable educational experience and outcomes (Frost, 
1991; Tukey, 2013).  Understanding advisor experiences related to supporting undocumented 
students and their motivation to increase their ability to support these students is valuable. 
Personal factors, specifically those related to the professional role of an advisor and the 
belief of social justice and human rights are the strongest motivating factors.  These personal 
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factors are most relevant to advising and the core values defined by this profession which extend 
beyond the institutional context and operate within the political climate (NACADA: The Global 
Community for Academic Advising, 2017a).  Institutional factors may also have a strong impact 
on motivation if the institution holistically embraces a shared belief which begins at the top in 
supporting undocumented students where advisors believe it is within their role as an advisor at 
that specific institution. 
Professional Responsibility as Advisor 
The theme exploring Professional Responsibility as Advisor (Personal Experience with 
Students; Separation of Professional Role and Personal Life) provides a better understanding of 
all aspects of the guiding research question and subquestions, demonstrating advisors have a 
strong professional commitment to the role they serve in the student experience, and this 
motivation is directly connected to the responsibility they have as an advisor to support all 
students.  Participants felt it was their personal responsibility as an advisor to increase their 
ability to support undocumented students.  Even when political and institutional factors were 
discussed as part of the advisor motivation, the personal factors were the most important and 
influential to participants.  This finding provides a better understanding of academic advising as 
an organizational field, exploring institutional theory (J. W. Meyer, 1977; J. W. Meyer & 
Rowan, 1977; Scott, 2005) from an advising perspective, where values are widely accepted and 
demonstrated by the individuals within the organization.  Advisors at the different institutions 
worked within different organizations with separate climates, structures, and missions, but they 
felt a strong sense of responsibility as an advisor. 
Experiences meeting with undocumented students in-person directly related to advisor 
motivation to support these students.  Advisors use their personal experience to build informal 
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theories they use in practice (Love, 2012a).  Previous research has found institutional agents may 
not know undocumented students are on campus, or the unique challenges students face, until 
they meet with students directly (e.g., Muñoz, 2016; Price, 2010).  The participants in this study 
made meaning out of their experiences advising undocumented students, leading to a motivation 
to build their UDSC.  Nienhusser and Espino (2017) highlighted personal experiences with 
undocumented students as an informal learning opportunity for institutional agents to build their 
UDSC, informing their practice.  Expanding beyond the previous literature, this study provides 
support that institutional agents are motivated to increase their UDSC because of their direct 
interactions with students.  
Human Rights, Social Justice, and Advocacy 
Human Rights, Social Justice, and Advocacy was also a theme consistent throughout all 
institutions, also providing a better understanding of the main research question and both 
subquestions.  Many of the advisors connected their motivation to their belief that supporting this 
group of students was the right thing to do.  Advisors did not necessarily feel increasing their 
ability to support undocumented students was advocacy, but they felt advocating for students and 
supporting them was part of their role as an advisor.  Advisors use their position of power and 
the social capital they accumulated to be an institutional agent to these students.  Connecting 
human rights, social justice, and advocacy to their role as an advisor helps them to understand 
how they can help marginalized groups navigate through higher education.  This theme was 
directly connected to the first theme of Professional Responsibility as Advisor, and advisor 
experiences integrated this into the personal influences. 
Museus and Ravello (2010) emphasized the need for advisors to go beyond empathy and 
to holistically support different populations of students, ensuring advising is meaningful and 
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deliberate.  In order to be effective advisors and connect with students, professionals must be 
compelled personally and professionally to understand and support all students.  Stanton-Salazar 
(2011) described these professionals as empowerment agents, due to their motivation and 
ideology.  This study on advisor motivation expanded on Stanton-Salazar’s research, applying it 
to higher education and providing an understanding of how advisors go beyond established 
norms, beliefs, and customs set by institutional structures which were not set-up to support 
undocumented students, and advisors are compelled to act on behalf of these students.  In 
addition, this study provides additional context to understanding the advising core value of 
inclusivity, which highlights equity and support for diverse populations (NACADA: The Global 
Community for Academic Advising, 2016).     
Institutional Context 
Institutional Context is important to academic advisor experiences in supporting 
undocumented students.  The second subquestion specifically explored the institutional factors 
and context, and the findings show institutional factors are connected to advisor motivation at 
State City U and Private City U.  Advisors at these institutions described the atmosphere, 
resources and support, campus climate, student population, encouragement, and network as 
positive aspects of their institution adding to their motivation.  Of equal of interest was the lack 
of institutional factors as motivation for advisors at State Central U.  The sense of strong 
administrative support was important to advisors in knowing the institutional stance.  The feeling 
of full-campus immersion provided advisors with a sense of institutional support, and motivated 
advisors to be a part of the campus climate.  Having a common mission where the institutional 
stance is strong led to a sense of universal support, instead of varied support for undocumented 
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students.  Private City U’s denominational mission of lifting up those within the margins was 
prevalent in the advisor experiences at that institution.   
The variance in State Central U and State City U who share a president and receive some 
of the same communication was also interesting.  The findings in this study point to the 
resources on each campus as one has an office and staff dedicated to supporting undocumented 
students in addition to an office and staff for advisor development.  Both of these areas are 
unique to State City U from State Central U.  Another aspect is the diverse student body at State 
City U, and advisors at this institution mentioned the importance of supporting undocumented 
students is related to their student population.  These aspects help to understand the variance to 
some extent, but an exploration beyond advisor experiences would be necessary to explain all of 
the institutional factors creating the different experiences.  There is an importance in the 
institutional messages as these messages provide the context under which institutional agents, 
such as advisors, function.  Even advisors at State Central U mentioned the support of the 
President through the institutional communication, so the messaging is important, but also needs 
to be supported by institutional practices and embedded support. 
 Similar to other studies (Barnhardt et al., 2017; Nienhusser, 2018; Stebleton & Aleixo, 
2015), this research emphasizes the role institutional agents serve towards a more undocu-
friendly campus, which is not dependent on the institutional context.  Expanding on previous 
studies, this research on advisor experiences provide a better understanding of professionals 
working directly with undocumented students, and why they were motivated to support these 
students.   
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Political Climate and Increased Dialog 
The last theme of Political Climate and Increased Dialog explores the second 
subquestion focused on the political factors and context.  It was found that while the political 
climate and increased political dialog were a part of the participant’s experiences, it was not the 
main reason advisors were motivated to support undocumented students.  The volatile political 
climate and negative rhetoric made advisors feel their role was even more important to 
undocumented students, and solidified the importance they placed on supporting these students.  
The negative political dialog creates more fear for both the students and the advisors. 
A central piece to this study was motivation, and understanding why advisors may take 
action to ensure they are able to support undocumented students.  The advisors in this study were 
motivated to increase their competency to support undocumented students for many reasons 
including beliefs and values, experiences with undocumented students, and institutional culture.  
The political climate was influential in solidifying the need advisors felt to be able to support 
undocumented students, and continue building their UDSC.  The conceptual framework 
highlights how everything works together as an interconnected system, where the central aim 
being explored will not be understood without the holistic view.  The idea of a system advisors 
within is supported in the findings.  Understanding the factors influencing advisors as a system, 
as provided in the conceptual model, provides a better understanding of the personal, 
institutional, and political factors influencing advisor motivation, and an advisor’s overall 
experience.   
Revised Conceptual Model 
Participant responses from all three institutions provided a sense of personal, 
institutional, and political motivating factors.  Exploration of responses from each advisor 
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showed multiple factors which prompted them to increase their ability to support undocumented 
students.  The conceptual model discussed in Chapter 2 provides an understanding of the various 
influences working within the system of advisors supporting undocumented students.  After an 
exploration of the findings I have revised the conceptual model to provide an additional 
understanding of this system (Figure 5.1).  The model adds additional factors of influence, and  
Figure 5.1 Revised Conceptual Model of Academic Advisors Supporting Undocumented Students 
makes connections among the factors.  The advisors and their personal beliefs and values still 
remain at the center. 
The findings show that within their role as an advisor and within their institution, 
participants felt fairly open to share their support for undocumented students, as it is a shared 
belief within educational institutions, and rooted within the shared belief of education for all.  
While they all have a positive personal stance on immigration, very few advisors shared this 
view widely outside of their role as an advisor.  As we think about institutional structures and 
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how they may impact social behavior leading to shared norms and behaviors, it is important to 
think about the roles institutional agents have within these structures, but also how it also 
requires them to live within a dual-context, one within the institution, and one outside (personal 
life).  In addition, institutions are not limited to a geographical structure, but they also refer to 
structures such as professions, including academic advising.  There are shared values, beliefs, 
and norms among advisors, and these extend beyond campuses. 
Implications for Practice 
The findings from this study have practical implications for advisors, institutional agents, 
administrators, academic advising as a profession, and institutions.   
Implications for Academic Advisors 
Academic advisors serve an important role in supporting all students as they navigate 
higher education.  The ability to support all students is at the center of the advising profession, 
driven by core competencies.  There is a specific need for advisors to be knowledgeable about 
the various populations they serve, especially those requiring specific awareness, knowledge, and 
skills such as undocumented students.  The liminal status of undocumented students requires 
competencies (UDSC) specific to their needs.  These students face challenges and barriers 
unique to being undocumented, and they need specific support with consideration to their 
undocumented status.  Implementing UDSC within practice is important.  Students do not always 
identify, but there are components of UDSC which may be integrated into general advising 
practice as it is centered around cultural competency and informal theory, aspects important to 
the advising profession. 
Institutional and political factors impact the way in which advisors are able to support 
students or how they view their experience, but the findings from this study show personal 
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factors are at the center of motivation, and more specifically the professional responsibility as an 
advisor.  While motivations were supported by the belief for social justice, human rights, and 
advocacy, these are also beliefs directly connected to the core values of academic advising.  
Individual advisors do not need to have integrated institutional support in order to increase their 
own ability to support undocumented students.  The findings of this study explored three 
institutions with varying levels of institutional support and resources, but advisors at all of these 
institutions were individually motivated to increase their ability to support undocumented 
students.   
In addition to increasing individual UDSC for advising, advisors may directly influence 
others.  Many of the advisors in this study either heard about trainings and resources from 
colleagues, or encouraged others to attend.  This network of encouragement and support is 
important for advisors as there is a shared goal of supporting students.  Advisors may also act as 
change agents and push their institution towards being more undocu-friendly.  Starting at the 
institutional level may be difficult, so advisors may start at the unit-level to provide support and 
a clear statement of support for undocumented students.  Some advisors in this study created 
guides specific to students in their units or worked with their units to create a sense of support for 
undocumented students.  It is also important to incorporate UDSC into communications and 
discussions with students, understanding undocumented students experience restrictions such as 
study abroad and financial aid.  
Implications for Advising Administrators 
Practitioners serving in administrative roles who supervise advisors and implement 
policies and standards are important to the support of undocumented students.  Emphasizing the 
importance of building UDSC among advisors in a unit and demonstrating it is part of the unit’s 
143 
core values and competencies helps institutionalize support practices for undocumented students.  
The findings from this study help to understand the role institutional culture plays in motivating 
advisors, and this is also applied to the culture of individual units.  Finding ways to motivate 
advisors and other institutional agents to build and incorporated UDSC into practice is important, 
creating shared and consistent support throughout the unit.  Findings suggest the impact the 
shared sense of support has on motivating advisors.   
Implications for the Profession of Academic Advising 
The findings from this study highlighted advising as an institutional structure which 
extended beyond campuses. Advisors share a similar sense of duty to the profession, beliefs, and 
motivations when it comes to supporting undocumented students.  Advising as a profession 
should work to promote universal support for undocumented students and adapt standards and 
statements of support for this population. 
Academic advising as a profession has grown over the past decade.  The core values and 
competencies provide an understanding of the dimensions of advising, but are broad and do not 
provide details on the competencies for specific student groups.  The advisors in this study were 
primarily motivated to support undocumented students because of their professional 
responsibility as an advisor, but many reported they were unsure if all advisors at their institution 
were able to support undocumented students.  Adapting competencies such as UDSC within the 
advising profession will help to emphasize the importance of supporting undocumented students, 




Implications for Institutions 
Institutions serve an important role in motivating advisors, as found in this study.  The 
institutional climate and culture were reflected in the participant experiences, either positively or 
negatively.  Without strong statements of support, and more importantly without the 
infrastructure and constant reaffirmation behind the statement, advisors are left to guess on the 
institutional stance, or question if practices have been integrated throughout the institution.  
Institutions should not be reactive and only voice support during times of political uncertainty.  
While these statements of support when students may be experiencing a lot of conflict and are 
impactful, as discussed in the findings, creating a consistent environment of support at the 
institution is important.  
Institutionalizing an agenda to support undocumented students (Southern, 2016) ensures 
this mission is supported throughout the institution.  Institutions must ensure they promoted the 
shared mission of supporting undocumented students, and the responsibility does not only fall on 
certain units or certain professions, without shared support.  Providing resources at the campus-
level, such as through a diversity office will demonstrate the campus commitment, lowering the 
perceived variance within the institution.  As discussed in the conceptual framework in Chapter 
2, institutions provide the structure in which students, faculty, and staff operate, and have an 
impact on behavior.  Those adapting policies and procedures at the top level must understand the 
impact they have on everyone at the institution.  The findings show how support from the top 
and integration into campus is important to motivate institutional agents. 
Contribution to the Literature 
The findings of this study provide an important connection between the need for support 
of undocumented students within higher education, and the advisors who serve a key role in 
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student and institutional success.  Personal, institutional, and political factors influence advisor 
motivation, and the conceptual model provides a better understanding of these influences as a 
holistic system, with the advisor at the center. By identifying the factors influencing motivation 
to support undocumented students, progress may be made towards growing the number of higher 
education professionals incorporating UDSC into their role.  This study adds to the literature on 
practitioner experiences, providing the important connection between practitioners and UDSC, 
provided by Nienhusser and Espino (2017).   
Recommendations for Further Research 
This study provided a better understanding of one dimension of advisors supporting 
undocumented students, but the findings led to additional areas worth exploring.  First, this study 
was conducted within three institutions in Illinois, and while it was important for this particular 
study to keep the state context the same, it would be interesting to explore advisor experiences 
across states with varying policies.  In addition, all three of the institutions were large four-year 
selective research institutions.  The findings showed advisors to be strongly motivated based on 
their profession, so expanding to more states and institutional types would be important to 
determine if this is a universal theme for the profession, despite state and institutional 
characteristics, or if this is unique to Illinois and these types of institutions.  This would also help 
to understand how advisor motivation is impacted by state contexts, especially in states and 
institutions with restrictive policies where advisors may face more resistance, or more 
institutionalized and supportive systems. 
The case study research design helped to explore experiences and contexts in-depth, but 
additional research may be done to gain a broader understanding of advisor motivation.  The 
online survey (Measure 1) contained some of the same themes as the interviews, but the 
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questions in the survey were not as in-depth.  Expanding the online study to include more 
questions focused on the personal, institutional, and political influences, similar to the in-person 
interviews (Measure 2), would be of interest.  Expanding the questions in the survey would also 
help determine if results in the survey and the in-person interviews were consistent, providing 
support to use the survey to broaden this study to more participants, which would be more 
difficult and time consuming using in-person interviews.  Capturing a larger selection of 
participant experiences at different institutions, in different states, and within different higher 
education professions would continue to expand what we understand about institutional agents 
working to support undocumented students.     
Demographic information was collected in the online survey of this study, but this data 
was not explored in-depth within the interviews as it was not central to the research questions or 
conceptual framework.  Participants shared different aspects of their identity (ethnic, education, 
gender, family dynamics, immigration status, religion, etc.), and it would be of interest to explore 
how these identities may relate to motivation, interactions with undocumented students, and 
other aspects related to advising.  Additional analysis of the current findings with a different 
conceptual framework focused on identity would be necessary. 
Of specific importance is understanding the direct impact academic advising has on 
undocumented students.  While previous studies provided a general understanding of 
undocumented student experiences in higher education, little is known about advising 
undocumented students, or how advising may be customized to be more equitable.  Advisors 
have common duties unique to the profession, including major exploration, course selection and 
scheduling, academic probation, academic progress, research, experiential or co-curricular 
learning, postgraduate opportunities, and orientation, among others.  Understanding which of 
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these areas, if any, may be particularly unique to advising undocumented students would add 
both to the research, and also to practice. 
Concluding Thoughts 
Past research has provided considerable information on the experiences of undocumented 
students in higher education.  The barriers, challenges, and restrictions they face at every level of 
their college career, requires strong support and resources to encourage a successful college 
experience.  Advisors work directly with students and studies show the impact a positive 
relationship can have on an undocumented student.  Advisors seek to assist all students and serve 
as institutional agents as they help student navigate their college path.  It is important for 
advisors to be knowledgeable and able to assist different populations so they are able to meet 
specific needs.  Academic advising as a profession has a strong impact on those in this role, and 
they share a common set of beliefs and behaviors extending beyond individual institutions. 
Institutions provide a structure in which a specific culture exists, directly impacting how 
people behave within the institution, including advisors.  The institutional context may either 
support advisor motivations, or create uncertainty and place more of the motivation solely on the 
individual.  Advisors work at the study-level and have an important impact on institutional 
outcomes (retention, graduation, etc.), so institutions should provide trainings, resources, and 
consistent reaffirmation of support to institutional agents.  The volatile political climate impacts 
experiences of advisors, but institutional structures which are supportive may provide an 
environment which is unique and somewhat shielded from state or federal political contexts.  
While experiences may be more up-close as advisors work directly with students who are 
impacted by the political contexts, they may also be more supported within the institution 
because of the shared beliefs and values within the structure. 
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APPENDIX C: MEASURE 1 EMAIL RECRUITMENT 
 
Hello (Name),  
 
I am conducting research for my Ph.D. Dissertation within the Department of Education Policy, 
Organization and Leadership with a focus on Higher Education.  I am seeking participants to 
interview for my Ph.D. dissertation research project, “Academic Advisors Assisting 
Undocumented/DACAmented Students in Higher Education.”  
 
The objective of this research is to identify academic advisors who have increased their ability to 
serve undocumented students and explore how they understand their experience. The 
significance of this study is to understand the factors that motivate academic advisors to increase 
their ability to support undocumented/DACAmented students due to their important role in the 
college experience. Understanding the motivating factors of academic advisors serving 
undocumented/DACAmented students is vital in the development of institutional policies and 
procedures, advisor development, programming, training, and outreach, in order to increase an 
institution’s ability to serve this student population.   
 
Participants for this study must fit the following criteria: 
• Currently an Academic Advisor full-time at one of the following four-year institutions in 
Illinois: State Central U, State City U, or Private City U; 
• Has at least two years of full-time experience in Academic Advising; 
• Identifies as an Academic Advisor who has built the competency to assist and support 
Undocumented/DACAmented students in higher education; and 
• Is at least 18 years of age or older. 
 
If you meet the criteria to be a part of this study and are willing to participate, please 
complete my online survey: https://illinois.edu/fb/sec/603392  
The survey will take approximately 15 minutes to complete. You may decide to withdraw from 
the study at any time by leaving the survey incomplete, or by contacting the Researcher. 
 
If you know of any other Academic Advisors who may be interested in participating and meet 
the criteria for the study, I encourage you to forward this email, put them in touch with me 
directly, or send me their contact information and I will reach out to them. 
 








APPENDIX D: MEASURE 1 ONLINE SURVEY CONSENT FORM 
Measure 1: Social Behavioral Research Online Consent Form (Online Survey) 
Academic Advisors Assisting Undocumented/DACAmented Students in Higher Education 
You are being asked to participate in a research study.  Researchers are required to provide a 
consent form such as this one to tell you about the research, to explain that taking part is 
voluntary, to describe the risks and benefits of participation, and to help you to make an 
informed decision.  You should feel free to ask the researchers any questions you may have. 
 
Investigator: Melissa Newell, Doctoral Student 
Department and Institution: Education Policy, Organization and Leadership; College of 
Education; University of Illinois at Urbana-Champaign 
Contact Information: College of Education, 1310 South 6th Street, Champaign, IL 61820;  
menewell@illinois.edu; (217) 377-5667 
 
Responsible Principal Investigator (RPI): Dr. Jennifer Delaney, Associate Professor 
Department and Institution: Education Policy, Organization and Leadership; College of 
Education; University of Illinois at Urbana-Champaign 
Contact Information: College of Education, 1310 South 6th Street, Champaign, IL 61820; 
delaneyj@illinois.edu; (217) 333-7828 
 
Purpose of the Study:  The aim of the research is to study academic advisors at four-year 
institutions in Illinois who have increased their ability to assist and serve undocumented college 
students to understand their motivation for change. The significance of this study is to 
understand the reasons and motivation academic advisors have for increasing their ability to 
assist a unique population within higher education and how institutional policies, advisor 
development, programming, training, and outreach may be adapted to increase the ability for 
campuses to serve and support undocumented students.  
Your participation in this research is voluntary.  Your decision whether, or not to participate will 
not affect your current or future dealings with the University of Illinois at Urbana-Champaign.  If 
you decide to participate, you are free to withdraw at any time without affecting that 
relationship. 
 
Procedures to be followed: By consenting to this study, participants will complete this online 
survey lasting approximately 15 minutes about their role as an Academic Advisor and experience 
with their ability to assist undocumented students. Some participants will be invited to conduct 
an in-person interview to provide more in-depth information about their experiences if they are 
willing to be a participant for the interview portion of the study. Interviews will be conducted in-
person if possible by the investigator, at the convenience of the participant and last 
approximately 90 minutes. 
 
Discomforts and Risks: Your participation in this project should not involve risks beyond those 
of ordinary life.  Interview questions are not designed to evaluate you in any way or have any 
impact on your work situation. Questions are only to gain an idea of the purpose of the study. 
Benefits: Although your participation in this research may not benefit you personally, it will 
help us understand Academic Advisor motivation for change in order to assist and support 
undocumented students in higher education. It is hoped that Melissa Newell (Investigator) will 
benefit from this project by completing her Ph.D. Dissertation, as well as publications and 
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conference presentations. You will not be paid for your participation in this research project, nor 
is it expected that your participation will bring you any direct benefits, tangible or otherwise.  
 
Statement of Confidentiality: In this study, every effort will be made not to reveal personally 
identifiable information in publications based on this research. To accomplish this, no records 
will be created or retained that could link you to personally identifiable descriptions, 
paraphrases, or quotations. Your actions or things you say may be presented without specific 
reference to you, reference only by pseudonym, or combined anonymously with the actions and 
words of other participants. 
Faculty, students, and staff who may see your information will maintain confidentiality to the 
extent of laws and university policies. Personal identifiers will not be published or presented. 
 
Dissemination: The research results will be used in a dissertation for the Investigator at the 
University of Illinois at Urbana-Champaign, and possibly additional publications and/or 
conference presentations. Pseudonyms and generalized terms will be used to ensure individuals 
are not identifiable.   
 
Whom to contact: If you have any questions, concerns, or complaints about this research 
project, please contact the Responsible Project Investigator (RPI) or the Investigator listed at the 
top of this form. 
If you have any questions about your rights as a participant in this study or any concerns or 
complaints, please contact the University of Illinois Institutional Review Board at 217-333-2670 
(collect calls will be accepted if you identify yourself as a research participant) or via email at 
irb@illinois.edu 
 
Voluntariness: Participation in this research is completely voluntary. You may participate, 
decline, or withdraw from participation without any effect on your employment at, status at, or 
future relations with the University of Illinois. You may withdraw from this study at any time by 
contacting the either of the researchers.   
Participant Criteria: All participants certify they meet the following criteria: 
• Currently an Academic Advisor full-time at one of the following four-year institutions in 
Illinois: State Central U, State City U, or Private City U; 
• Has at least two years of full-time experience in Academic Advising; 
• Identifies as an Academic Advisor who is able and knowledgeable about assisting and 
supporting Undocumented/DACAmented students in higher education; and 
• Is at least 18 years of age or older. 
 
Consent: I have read (or someone has read to me) the above information.  I have been given an 
opportunity to ask questions and my questions have been answered to my satisfaction.  I agree to 
participate in this research.  
• I am 18 years of age or older. 
• I have read and understand the above consent form and voluntarily agree to participate in this 
study. 
• You will be emailed a copy of this consent form for your records if you complete the form 
and the areas notifying you would like to receive an electronic copy and provide your email 
address.  
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APPENDIX E: MEASURE 1 ONLINE SURVEY QUESTIONS 
Measure 1: Online Survey for Academic Advisors 
1. Clicking ‘Yes’ below indicates that I have read the description of the study, I fit the 
participant criteria outlined above, and I agree to participate in the study.  
(select one: Yes; No) Required 
2. Participants must meet the following Criteria: Currently an Academic Advisor working 
full-time at a four-year institution in Illinois; Have at least two years of full-time 
experience in Academic Advising; and Identify as an Academic Advisor who is able and 
knowledgeable about assisting and supporting Undocumented/DACAmented students in 
higher education.  
Do you certify you meet all of the above criteria?  
(select one: Yes; No) Required 
Background Information 
3. First Name (open field) Required 
4. Last Name (open field) Required 
5. Email Address (open field) Required 
6. Phone Number (with Area Code) (open field) Not Required 
7. Gender (select one: Male; Female; Transgender; Prefer Not to Answer; Other) Required 
8. Your age: (select one: <22; 22-30; 31-40; 41-50; 51-60; 61-70; >70) Required 
9. Which ethnic group(s) do you identify with? (select one or more: African 
American/Black; Asian American; European American/White; Native American or Other 
Pacific Islander; Other- fill in) Required 
10. What is the highest level of education you have completed? (select one: Bachelor’s 
Degree, Master’s Degree, Professional Degree, Doctoral Degree, Other) Required 
11. If you are currently pursuing a degree (in-progress), please select below (select one or 
leave blank: Bachelor’s Degree, Master’s Degree, Professional Degree, Doctoral Degree, 
Other) Not Required 
12. Institution of Current Employment (select one: State Central U, State City U, or Private 
City U) Required 
13. Unit/Department of Current Employment (open field) Required 
14. Current Title (open field) Required 
15. Years of Academic Advising Experience (select one: <3 Years; 3 – 5 Years; 6 – 10 
Years; 11 – 15 Years; > 15 Years) Required 
16. Approximately how many students are in your Unit/Department? (open field) Required 
17. What is your approximate advising load? (How many students are you responsible for 
advising) (open field) Required 
18. Do you primarily (more than 50%) advise students in-person or online? (select one: In-
Person; Online) Required 
19. What professional academic advising organizations are you a part of? (global, national, 
state, and/or institutional) (open field) Not Required 
20. What conferences, workshops, and/or trainings have you attended related to your role as 
an academic advisor in the past year? (May be institutional, local, state, national, and/or 
international) (open field) Not Required 
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21. What committees, boards, leaderships, or other activities do you currently serve on or 
have in the past year that are related to your role as an academic advisor, but not required 
in your job duties. (You may leave blank if none) (open field) Not Required 
22. What other credentials/certifications have you completed which have enhanced your 
professional role in academic advising? (open field) Not Required 
Increasing Ability to Support All Students 
23. How would you describe your motivation when it comes to increasing your ability to 
serve specific student groups and/or increasing your core competencies as an advisor? 
(Motivational factors, influencers, reasons, etc.) (open field) Required 
Increasing Ability to Support Undocumented 
24. How do you explain your ability to assist and serve undocumented students? (open field) 
Required 
25. How have you increased your ability to assist undocumented students? Please list any 
specific programs, events, talks, resources, guides, etc. that you have attended or utilized. 
(open field) Required 
Personal, Institutional, or Political Motivation 
26. What made you motivated to increase your ability to assist and serve undocumented 
students? (open field) Required 
Some participants will be selected for in-person interviews, if they are willing and fit the criteria 
decided by the investigator following the online survey portion of the study. Interviews will be at 
the convenience of the participant and last approximately 90 minutes, and the aim is to gain a 
more in-depth understanding of the participant's experiences. 
 
Your willingness to participate in the interview has no impact on the survey portion of the study. 
27. Would you be willing to participate in the interview portion of the study? (select one: 
Yes, I would be willing to participate in an interview if selected; No, I would not be 




APPENDIX F: MEASURE 2 INTERVIEW EMAIL RECRUITMENTS 




Thank you for participating in the online survey portion of my study on “Academic Advisors 
Assisting Undocumented/DACAmented Students in Higher Education.”  
 
If you are willing, I would like to interview you in-person to gain a more in-depth understanding 
on your motivation behind increasing your ability to assist Undocumented/DACAmented 
students. The interview will last approximately 90 minutes and it will be at the time, day, and 
location of your convenience when I am on your campus. I will ask questions similar to the 
survey, but they will be more in-depth and I may have some follow-up questions to ensure I have 
your full experience. This part of the study is voluntary. 
 
Thank you again for your participation in the online part of the study. I am happy to answer any 






APPENDIX G: MEASURE 2 INTERVIEW CONSENT FORM 
Measure 2: Social Behavioral Research Consent Form (In-Person Interview) 
Academic Advisors Assisting Undocumented/DACAmented Students in Higher Education 
You are being asked to participate in a research study.  Researchers are required to provide a 
consent form such as this one to tell you about the research, to explain that taking part is 
voluntary, to describe the risks and benefits of participation, and to help you to make an 
informed decision.  You should feel free to ask the researchers any questions you may have. 
 
Investigator: Melissa Newell, Doctoral Student 
Department and Institution: Education Policy, Organization and Leadership; College of Education; 
University of Illinois at Urbana-Champaign 
Contact Information: College of Education, 1310 South 6th Street, Champaign, IL 61820 
 
Principal Investigator: Dr. Jennifer Delaney, Associate Professor 
Department and Institution: Education Policy, Organization and Leadership; College of Education; 
University of Illinois at Urbana-Champaign 
Contact Information: College of Education, 1310 South 6th Street, Champaign, IL 61820 
 
Purpose of the Study:  The aim of the research is to study academic advisors at four-year institutions in 
Illinois who have increased their ability to assist and serve undocumented college students to understand 
their motivation for change. The significance of this study is to understand the reasons and motivation 
academic advisors have for increasing their ability to assist a unique population within higher education 
and how institutional policies, advisor development, programming, training, and outreach may be adapted 
to increase the ability for campuses to serve and support undocumented students.  
Your participation in this research is voluntary.  Your decision whether, or not to participate will not 
affect your current or future dealings with the University of Illinois at Urbana-Champaign.  If you decide 
to participate, you are free to withdraw at any time without affecting that relationship.  
Participant Criteria: All participants certify they meet the following criteria: 
• Currently an Academic Advisor working full-time at a four-year institution in Illinois; 
• Has at least two years of full-time experience in Academic Advising; 
• Identifies as an Academic Advisor who is able and knowledgeable about assisting and supporting 
Undocumented/DACAmented students in higher education; and 
• Is at least 18 years of age or older. 
 
Procedures to be followed: Interviews will be conducted by the Investigator of all participants, lasting 
around 90 minutes. The interviews will be audio recorded and transcribed. Having the interviews audio 
recorded is optional, and if you select ‘no’ at the bottom, only notes will be recorded. Interviews will be 
conducted at a location and time convenient for the participant. Interviews will be conducted in-person if 
possible, and any necessary follow-up may be done via video conferencing, email, or in-person. 
Discomforts and Risks:  Your participation in this project should not involve risks beyond those of 
ordinary life.  Interview questions are not designed to evaluate you in any way or have any impact on 
your work situation, only to gain an idea of the purpose of the study. 
Benefits: Although your participation in this research may not benefit you personally, it will help us 
understand Academic Advisor motivation for change in order to assist and support undocumented 
students in higher education. It is hoped that Melissa Newell (Investigator) will benefit from this project 
by completing her Ph.D. Dissertation, as well as publications and conference presentations. You will not 
be paid for your participation in this research project, nor is it expected that your participation will bring 
you any direct benefits, tangible or otherwise. 
180 
Statement of Confidentiality: In this study, every effort will be made not to reveal personally 
identifiable information in publications based on this research. To accomplish this, no records will be 
created or retained that could link you to personally identifiable descriptions, paraphrases, or quotations. 
Your actions or things you say may be presented without specific reference to you, reference only by 
pseudonym, or combined anonymously with the actions and words of other participants.  You may choose 
to skip any questions you would rather not answer for any reason. 
Faculty, students, and staff who may see your information will maintain confidentiality to the extent of 
laws and university policies. Personal identifiers will not be published or presented. 
Whom to contact: If you have any questions, concerns, or complaints about this research project, please 
contact the Responsible Project Investigator (RPI) or the Investigator listed at the top of this form. 
If you have any questions about your rights as a participant in this study or any concerns or complaints, 
please contact the University of Illinois Institutional Review Board at 217-333-2670 (collect calls will be 
accepted if you identify yourself as a research participant) or via email at irb@illinois.edu 
Voluntariness: Participation in this research is completely voluntary. You may participate, decline, or 
withdraw from participation without any effect on your employment at, status at, or future relations with 
the University of Illinois. You may withdraw from this study at any time by contacting the either of the 
researchers.   
Dissemination: The research results will be used in a dissertation for the Investigator at the University of 
Illinois at Urbana-Champaign, and possibly additional publications and/or conference presentations. 
Pseudonyms and generalized terms will be used to ensure individuals are not identifiable.   
 
I have read (or someone has read to me) the above information.  I have been given an opportunity to ask 
questions and my questions have been answered to my satisfaction.  I agree to participate in this research.  
I will be given a copy of this signed and dated form. 
• I am 18 years of age or older. 
• I have read and understand the above consent form and voluntarily agree to participate in this study. 
• You will be given a copy of this consent form for your records. 
 
 
Audio Recording: Do you agree for this interview and follow-up interviews or phone calls to be audio-
recorded? The recordings will only be for use by the researcher to ensure validity of participant 
statements and will remain confidential. 
  Yes, I approve of audio-recording   No, I only approve for notes to be taken, but no audio 
recording 
 
                                         
Signature                      Date 
 
                                         
Printed Name 
 
                                           
Signature of Person Obtaining Consent         Date (must be same as subject’s) 
 
        
Printed Name of Person Obtaining Consent  
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APPENDIX H: MEASURE 2 INTERVIEW PROTOCOL 
Measure 2: In-Person Interview Protocol (Guide, Script, and Questions) 
Academic Advisors Assisting Undocumented/DACAmented Students in Higher Education 
Participant Pseudonym:   
Additional Important Information:   
The following is a guide for the interview, and not meant to be followed consecutively or 
completely as the interviews will be semi-structured. This interview guide with the introduction, 
questions, and conclusion are to assist the interviewer, but it is not meant as a full script. 
Additional questions may be added, omitted, or adapted, based on the flow of the interview. Any 
changes to the interview will be noted in the transcriptions of the interviews. 
 
Introduction: 
This research study is to understand academic advisors at four-year institutions in Illinois who 
have increased their ability to assist and serve undocumented college students, with a focus on 
academic advisor’s motivation for change.  
In this interview, I will expand on the questions in the online survey, to get a more in-depth 
understanding of your experience. I will start by asking some background and general questions 
about you as an academic advisor, and then I will ask questions about your experience increasing 
your ability to support Undocumented/DACAmented students in higher education. Questions 
will explore your individual motivations, as well as institutional and political factors and 
contexts. 
Your participation in this research is completely voluntary. All information you provide will be 
confidential and every effort will be made not to reveal personally identifiable information in 
publications. The interviews will be audio recorded and transcribed, then the digital file will be 
destroyed. If you do not want to be audio recorded, I will only use the notes from our 
conversation.  
 
Here is the Consent Form I emailed previously, if you could mark if you agree to the audio 
recording or not, and then sign at the bottom if you consent. I have a copy of the consent for you 
to keep. 
 
Do you have any questions before we start with the interview? 
We will now begin with the interview. Please answer all questions to the best of your ability 
based on your experience, providing as much detail as possible. You may ask me any clarifying 
questions, and I may have some myself as well as follow-up questions. 
 
Background: Academic Advising 
This section of questions gain a sense of you as a professional academic advisor.  
1. What is your advising philosophy? 
2. Has your advising philosophy changed since you began advising? 
a. In what ways? 
3. How do you perceive your role in supporting students? 
4. How do you perceive your role in supporting students of specific populations towards 




This section of questions gain a sense of your motivation to support specific populations.  
5. What populations of students have you increased your ability to serve? 
a. In what ways did you increase your ability to serve these populations? Please be 
specific. 
b. What made you want to increase your ability to serve these populations? Was 
there a specific event that happened? 
c. How did you hear about specific trainings, workshops, resources, etc.?  
6. How would you describe your motivation towards increasing your ability to serve 
specific populations? 
a. What are your motivating factors, influencers, reasons, rewards, etc. 
b. Was your motivation due to your own personal reasons, and/or impacted by other 
factors? Please describe. 
Assisting Undocumented Students 
This section of questions focus on your experience assisting undocumented students. 
7. What do you perceive is an advisor’s role in supporting and serving 
Undocumented/DACAmented students towards their academic and social development? 
8. How do you perceive your role in supporting and serving Undocumented/DACAmented 
students towards their academic and social development? 
9. In what ways are you able to assist Undocumented/DACAmented students? 
10. What has been your personal experience with supporting Undocumented/DACAmented 
students? 
11. What have been challenges to your ability to support Undocumented/DACAmented 
students? 
12. Are there things you are doing currently or plan on doing in the future to continue 
increasing your ability to support these students? 
a. What and when? 
Increasing Ability to Assist & Serve Undocumented/DACAmented Students 
This section of questions center on understanding how and why you support 
Undocumented/DACAmented students. 
13. Why did you increase your ability to support Undocumented/DACAmented students? 
14. What were the motivating factors for you to increase your ability to support 
Undocumented/DACAmented students? 
15. Do you feel your motivation was more influenced by personal factors, institutional 
factors, political factors, or a combination of these? Please explain. 
16. What have been any challenges to increasing your ability to serve 
Undocumented/DACAmented students, if any? 
17. Have you experienced any resistance from others because you have increased your ability 
to support Undocumented/DACAmented students? (students, staff, faculty, personal 
contacts, etc.) 
Personal Motivating Factors/Context Serving Undocumented/DACAmented Students 
This section is to understand any personal motivating factors. 
18. Were there any personal motivating factors that impacted your motivation to increase 
your ability to serve Undocumented/DACAmented students? 
19. How do you view your work to support Undocumented/DACAmented students? 
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a. Do you see it as advocacy, social justice, etc.? 
20. Have you assisted Undocumented/DACAmented students on your campus beyond your 
role as an academic advisor in your unit? (Such as, have you assisted students outside 
your unity you wouldn’t normally assist or participated in campus events not directly 
related to your function as an academic advisor)? 
21. Have you taken a personal stance on the Undocumented/DACAmented population in any 
way beyond your role of supporting Undocumented/DACAmented students as an 
academic advisor? Please explain. 
22. Have you motivated other advisors or higher education professionals to increase their 
ability to support Undocumented/DACAmented students? Please explain. 
Institutional Motivating Factors/Context Serving Undocumented/DACAmented Students 
This section is to understand any institutional motivating factors and how you as an advisor 
functions within your institutional context. 
23. To your knowledge, what types of trainings, workshops, and resources does your 
institution offer to academic advisors to help them increase their ability to serve 
Undocumented/DACAmented students? 
24. How would you describe your institution’s ability to serve and assist the 
Undocumented/DACAmented student population? 
a. Does this vary across your institution (from unit to unit, or based on any other 
characteristics)? 
b. What units are specifically focused on supporting Undocumented/DACAmented 
students at your institution, or offer the most assistance to this population? 
25. What stance, if any, has your institution taken towards supporting 
Undocumented/DACAmented students? 
26. Have there been any state or federal policies that have changed how your institution 
supports Undocumented/DACAmented students? 
27. Do you believe most advisors at your institution are trained to support 
Undocumented/DACAmented students? 
28. How do you believe your institution compares to other institutions in Illinois when it 
comes to supporting Undocumented/DACAmented students? 
29. Were there any institutional factors that impacted your motivation to increase your ability 
to serve Undocumented/DACAmented students? 
a. How? 
30. Does your institution provide incentives to advisors who increase their ability to support 
Undocumented/DACAmented students? 
31. What can your institution do to better to motivate more advisors to increase their ability 
to support Undocumented/DACAmented students? 
Political Motivating Factors/Context Serving Undocumented/DACAmented Students 
This section is to understand any political motivating factors and how you as an advisor 
functions within the current political climate. 
32. How do you perceive immigration policies and the current political immigration context 
and dialog as it pertains to your role as an academic advisor? 
33. Has the political context impacted your ability to serve Undocumented/DACAmented 
students?  
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34. Does the political context have any impact on your motivation to serve specific student 
groups? 
a. Undocumented/DACAmented students?  
35. Has the change in the political environment over the past year changed how you served 
Undocumented/DACAmented students? Please explain. 
Additional/Final Thoughts 
36. Do you have any additional comments, things you would like to add, or any suggestions 
or questions? 
Wrap-Up:  
Thank you so much for being a participant in my research study and sharing your experiences 
with me. If I have any follow-up questions or items I need clarified, I will be in touch. Once I 
have the audio recordings transcribed and my notes typed out, I will send to you for verification 
that I am representing everything you said correctly. If you have any questions or think of 
anything that would help with my research, please contact me by email or cell phone. Thank you 
again for your participation! 
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APPENDIX I: MEASURE 3 DOCUMENT COLLECTION PROTOCOL 
Measure 3: Document Collection Protocol 
The following guide for document collection is adapted from: Merriam, S. B. (1998). Qualitative 
research and case study applications in education: Revised and expanded from case study 
research in education (2nd ed.). San Francisco, CA: Jossey-Bass. 
 
This protocol is not meant to be a set format for document collection, but to help the researcher 
by providing a general direction. Appendix J provides an initial plan of documents to gather. 
Additional documents may be collected and analyzed during the study as seen fit by the 
researcher, due to the evolving nature of a qualitative research study. The final dissertation will 
provide a detailed list of all documents collected. 
 
1. Locate relevant materials, based on the topic of inquiry 
a. Follow a systematic procedure (Appendix J) 
b. Keep an open mind to additional materials 
2. Authenticate the documents 
a. Understand the conditions in which they were obtained 
b. Know the context, the author, and the reason behind the documents 
c. Consider the accuracy 
d. Know if the documents are primary or secondary sources 
i. Best primary sources with a similar timeframe and direct connection to the 
item of study 
3. Create system for organizing, coding, and cataloging the documents 
a. Keep a digital copy of all documents in an organized system 
b. Store with a basic descriptive categorizing system 
4. Use a systematic procedure for content analysis to analyze the documents 
a. Consider frequency and variety 
(Merriam, 1998, pp. 120–123) 
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APPENDIX J: MEASURE 3 DOCUMENT GATHERING PLAN 
Measure 3: Initial Plan of Documents to Gather Based on Research Questions 
Research Questions Measure 3: Document Material(s) 
Why are Academic Advisors 
at large four-year institutions 




How do Academic Advisors’ 
view their experience 
supporting undocumented 
students? 
Resources Advisor Uses to Support Undocumented Students 
• Relevant Materials: Resource Sheets; Websites; Notes; Procedures; Handbook 
• Access: Provided by Participant 
Advisor/Advising Information Specific to Undocumented Students (Documents listing ability to serve 
undocumented students; list of trainings/sessions attended) 
• Relevant Materials: Bio; Qualifications; Advising Overview; Advising Philosophy; Resume/CV 
• Access: Provided by Participant; Available to Public Online 
Training/Conference Session Information/Materials 
• Relevant Materials: Description/Overview; Handouts; Information; Materials; Contacts; Emails 
about Session (or follow-up Materials) 

















Advisor's Personal Documents 
• Relevant Materials: Advising Assessment; Advising/Personal Goals; Plan; Journal; Notes 




Institutional Documents Specific to Undocumented Students 
• Relevant Materials: Institution/Unit/Department: Website; Mission; Resources; Guides; 
Requirements/Motivation for Advisors/Staff; Public Messages (Emails, News, Social Media); 
Private Emails to Advisors/Staff/Students; News Stories from Outside Sources 




Personal Documents Related to Political (State & Federal) Factors and Context 
• Relevant Materials: Emails (Listservs); Social Media Postings; News Stories; Articles 
• Access: Provided by Participant 
State & Federal Legislation/Policies Specific to Undocumented Students 
• Relevant Materials: Bills/Legislation/Executive Orders (passed, not passed, challenged, discussed); 
News Stories; Informational Websites/Resources 
• Access: Available to Public Online 
State & Federal Climate Related to Undocumented Students 
• Relevant Materials: News Stories (Rhetoric, Public Leader Comments, Discussions, Movements, 
Demonstrations); Websites (Policy Centers, State Agencies, Non-Profits); Social Media 
• Access: Available to Public Online 
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APPENDIX K: MEASURE 3 DOCUMENTS 
The following lists Documents (Measure 3) collected for this study.  The documents were used 
throughout the study, including site selection, institutional overviews, and incorporated into the 
findings in Chapter 4. The study discusses the collection methods and use of the documents. 
Code Item Description Institution  (or State) Type of File 
1 Illinois Student Access Bill Illinois-wide Website 
2 Illinois Student Access Bill Facebook Illinois-wide Social Media 
3 Bill Status of HB2394: Illinois Student Access Bill. Lost 40 Yeas; 57 Nays; 3 Present (11.8.2017) Illinois-wide Bill 
4 
The Illinois Student Access Bill (Rosario Gómez-Alvarez Díaz, 




Support the Student Access Bill. SB196 Martinez-McGuire-Steans-
Sandoval-Hastings: Provide Equal Access to Financial Aid at 4-Year 
Public Universities University of Illinois Memo (3.30.16) 
State Central U; 
State City U Fact Sheet 
6 
Letter from Presidents from numerous institutions (including State 
Central U, State City U, and Private City U) supporting the DREAM 
Act via ICIRR. University President Statement in favor of the 
DREAM Act “Why We Support the DREAM Act” via ICIRR 
(12.2014) 
State Central U; 
State City U; 
Private City U 
PDF 
7 
ICIRR is dedicated to promoting the rights of immigrants and 
refugees to full and equal participation in the civic, cultural, social, 
and political life of our diverse society. 
Illinois-wide Website 
8 Email from President and Chancellors to Students, Faculty, and Staff about rescinding of DACA policy, providing information (9.5.2017)  
State Central U; 
State City U Email 
9 College Advising Guide for Undocumented Students (Illinois Association for College Admission Counseling IACAC) Illinois-wide Website 
10 Relevant Federal and State Legislation (Illinois Association for College Admission Counseling IACAC) Illinois-wide Website 
11 State Laws and Policies (National Immigration Law Center) Nation-wide Website 
12 Laws & Policies Improving Access to Higher Education for Immigrants Nation-wide Website 
13 Fact Sheet for College Bound Undocumented Students Nation-wide Website 
14 Resource Guide: Supporting Undocumented Youth (U.S. Department of Education) Nation-wide Resource 
15 
Website statement reaffirms commitment to DACA students 
following challenges by federal government to discontinue program 
(1.24.2017) 
State Central U; 
State City U Statement 
16 
Massmail to students, faculty, and staff reaffirms commitment to 
DACA students following challenges by federal government to 
discontinue program (1.24.2017) 
State Central U; 
State City U Email 
17 Message of support for undocumented students (12.6.2016) State Central U; State City U Statement 
18 
Massmail to students, faculty, and staff to support undocumented 
students; unable to declare campuses as sanctuaries, but support and 
protect students within the law (12.6.2016) 
State Central U; 
State City U Email 
19 Bill Allowing Undocumented Students To Apply For Student Aid Passes Senate Committee (Illinois Public Media News) (4.6.2016) Illinois-wide News Article 
20 Illinois Set To Issue Licenses To Undocumented Immigrants (10.29.2013) Illinois-wide News Article 
21 
Can a Campus Be a Sanctuary? A growing movement, in wake of 
Trump’s victory, calls on colleges to limit cooperation with federal 
immigration officials. Legal and political impacts are unclear. 
(Inside Higher Ed) (11.15.2016) 
Nation-wide News Article 
188 
22 President Pledges Protection For Undocumented Students (1.25.2017) 
State Central U; 
State City U News Article 
23 President Opens Up Scholarship to Undocumented Immigrants (8.11.2011) 
State Central U; 
State City U News Article 
24 Immigration and DACA State Central U; State City U News Article 
25 Statement issued on Executive Order on Immigration (1.30.2017) State Central U; State City U Statement 
26 Email on Executive Order on Immigration (1.30.2017) State Central U; State City U Email 
27 Non-Discrimination Statement for University (Revised 6.24.2010) State Central U; State City U Statement 
28 NACADA: The Global Community for Academic Advising Nation-wide Website 
29 ILACADA: Illinois Academic Advising Association Illinois-wide Website 
30 Illinois Board of Higher Education (IBHE) Illinois-wide Website 
A01 Diversity and Inclusion Statement for Department, Participant 1A State Central U Scanned Document 
A02 Campus website for Undocumented/DACA students State Central U Website 
A03 Coalition Assiting Undocumented Students' Education State Central U Social Media 
A04 News story: Coalition Assisting Undocumented Students and Student Group to host “Coming Out of the Shadows” (4.2.2017) State Central U News Article 
A05 Support DACA Students State Central U Website 
A06 IACAC State Central U: College Advising Guide for Undocumented Students State Central U Website 
A07 Undergraduate Admissions: Resources for Undocumented Students State Central U Website 
A08 Resources for Dreamers (Latina/o Cultural Center) State Central U Website 
A09 Residency Affidavit State Central U PDF 
A10 Coalition State Central U Website 
A11 State Cental U: Faculty & Staff Information State Central U Website 
A12 State Cental U: Campus Resources State Central U Website 
A13 State Cental U: Get Involved Ally Training State Central U Website 
A14 State Cental U: Student Concerns State Central U Website 
A15 Ally Trainings State Central U Website 
A16 Petition Seeks Making State Cental U Campus ‘Sanctuary’ For Undocumented Community Members (11.16.2016) State Central U News Article 
A17 State Cental U as Sanctuary for Undocumented Community Members Online Petition (11.13.2016) State Central U Online Petition 
A18 General Studies Newsfeed: Resource Website for Undocumented and DACA Students (2.20.2017) State Central U Website 
A19 2016 Scholarship Open to Undocumented LGBTQ Students (11.5.2015) State Central U Blog Post 
A20 Student group advocates for immigrants, social justice, change (1.27.2014) State Central U News Article 
A21 Student Group Website State Central U Website 
A22 Federal Government Decision on DACA Today from Chancellor (9.5.2017) State Central U Email 
A23 Supporting Our University Community: Office of the Provost (6.27.2018) State Central U Blog Post 
A25 Campus support for members of our international community at State Cental U (1.30.2017) State Central U Email 
A26 Commitment to remaining an inclusive and supportive campus (12.13.2016) State Central U Email 
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A27 Events to Support DACA Students: Interclusion & Intercultural Relations State Central U Website 
A28 Statement on DACA Students at State Cental U: Student Affairs (9.6.2017) State Central U Statement 
A29 Deferred Action for Childhood Arrivals program (DACA) Statement: Department of Anthropology State Central U Statement 
A30 Discussion spaces for DACA student support State Central U Statement 
A31 DACA Recipient Visits D.C. To Plead For DREAM Act: Social Work Website (10.9.2017) State Central U News Article 
A32 Annual Work-In: DACA Ally Training: Humanities Website (12.4.2018) State Central U Event 
A33 Statement on DACA: Counseling Center (9.20.2017) State Central U Blog Post 
A34 Support for DACA Students: Department of History (1.29.2018) State Central U Statement 
A35 DACA Update: State Cental U Public Affairs (2.9.2018) State Central U Blog Post 
B01 Student Academic Services Brochure Private City U Handout 
B02 Admissions Undocumented Students Website Private City U Website 
B03 Private City U Scholarship Website: Dreamer Scholarships & Other open scholarships Private City U Website 
B04 Undocumented Student Resources Student Diversity & Multicultural Affairs Private City U Private City U Website 
B05 Undocumented Student Ally Training Student Diversity & Multicultural Affairs Private City U Website 
B06 DACA Private City U New Story about Medical School Private City U Website 
B07 Assisting Undocumented Families Center for the Human Rights of Children Private City U Website 
B08 Scholarship Fund Private City U Website 
B09 IACAC Private City U College Advising Guide for Undocumented Students Private City U Website 
B10 Private City U Undocumented Committee Private City U Website 
B11 Private City U Undocumented Committee Blog Page Private City U Website 
B12 Private City U Undocumented Committee Facebook Page Private City U Social Media 
B13 Mission & Vision Student Diversity & Multicultural Affairs Private City U Website 
B14 Undocumented Student Resources/Guides Private City U Website 
B15 Statement on the Rescission of the Deferred Action for Childhood Arrivals Program - President, Private City U (9.5.2017) Private City U Statement 
B16 
Supporting Our Undocumented Students - Provost and Chief 
Academic Officer; Provost, Health Sciences of Private City U 
(9.5.2017) 
Private City U Statement 
C01 Advising Weekly Updates from Office for Advising Development State City U Newsletter 
C02 Office for Advising Development State City U Website 
C03 State City U undocumented student website and resources State City U Website 
C04 State City U Office of the Vice Provost for Diversity: Undocumented Student Support Statement State City U Website 
C05 Latin American Recruitment and Educational Support State City U Website 
C06 Latin American Recruitment and Educational Support: Undocumented Student Scholarships State City U Website 
C07 State City U Scholarships for Undocumented Students State City U PDF 
C08 State City U News: Undocumented search results State City U Website  (Search Results) 
C09 University leaders look to the future: Quote about State University Support (6.8.2015) 
State Central U; 
State City U Article 
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C10 Counseling Center: A Message of Support for Our Undocumented Students (9.6.2017) State City U Website 
C11 
Committee of student leaders, alumni, and staff from campus 
organizations at State City U to address the funding needs of 
undocumented students 
State City U Website 
C12 Engineering Career Center: Diverse Student Identities State City U Website 
C13 Latino Cultural Center: DACA & Undocumented Resources State City U Website 
C14 Undocumented Alliance Student Organization State City U Social Media 
C15 State City U Resource Page State City U PDF 
C16 Undocumented and DACAmented Student Success and Career Development Guide: Office of Career Services State City U PDF 
C17 Email about Undocumented Students and Sanctuary Campus (12.13.2016) State City U Email 
C18 State City U supports immigration reform, aid for undocumented students (4.23.2013) State City U News Article 
C19 How to Support Undocumented Students at State City U State City U Resource Guide 
C20 Email from Chancellor to Students, Faculty, and Staff about the end of DACA (9.5.2017) State City U Email 
C21 Study Abroad Office information for DACA State City U Website 
C22 Associate Director Supporting Undocumented Students Job Description (11.13.2015) State City U Job Posting 
C23 Professional Development Advisor Week – Schedule and Information (3.11.2017) State City U Website Posting 
C24 Resources for Undocumented Students and Update from the Office of the Vice Provost for Diversity State City U Website Posting 
C25 DREAM State City U Bookmark with Information State City U Handout 
C26 Liberal Arts & Sciences College Advising Handout State City U Handout 
C27 IACAC State City U College Advising Guide for Undocumented Students State City U Website 
C28 Undocumented Student Spring 2019 Scholarship (Honors College Announcements) State City U Announcement 
C29 Scholarships open to non-citizens and undocumented students (Honors College Announcement) (12.14.2016) State City U Blog Announcement 
C30 Campus statement regarding ICE uncertainty, providing information and support to students (2.27.17) State City U Statement 
C31 Campus Massmail to students, faculty, and staff regarding ICE uncertainty, providing information and support to students (2.27.17) State City U Email 
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APPENDIX L: RESEARCH MATRIX 
Research Matrix: Research Questions with Corresponding Online Survey Question(s) (Measure 1), In-Person Interview Question(s) 
(Measure 2), and Document Material(s) (Measure 3) 






Measure 3: Document Material(s) 
Advisor Background Information (Gain 
information about the Participant) 
3 - 23 1 - 6 • Advisor/Advising Information/Overview (Publicly Available) 
• Advisor Professional Documents 
Assisting Undocumented Students 25 7-12 • General background on supporting undocumented 
• Campus resources; Listservs; Trainings; Offices Available 
Why are Academic Advisors motivated to 





• Emails to Advisor 
• Training/Conference Session Information/Materials 
How do Academic Advisors’ view their 
experience supporting undocumented 
students? 
24 16 & 19 • Advisor’s Personal Documents 
How do personal, 
institutional, and/or 







Personal Factors (26) 18 & 21 • Advisor's Personal Documents 
Institutional 
Factors 
24 - 31 • Institutional Documents Specific to Undocumented Students 
Political Factors 32 - 35 • Personal Documents Related to Political (State & Federal) 
Factors and Context 
• State & Federal Legislation/Policies Specific to Undocumented 
Students 
• State & Federal Climate Related to Undocumented Students 
 
Remaining questions provide additional context on the institution, resources, and other areas 
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APPENDIX M: INSTITUTIONAL CHARACTERISTICS 
 
  





State City U Public Selective (~77%) 
Minority Serving Institution 
(MSI); Asian American and 
Native American Pacific Islander-
Serving Institution (AANAPISI); 
Hispanic Serving Institution 
(HSI) 










Predominantly White Institution 












Predominantly White Institution 
(PWI) ~56% White Chicago 
Primarily 
Residential ~33,000 50 
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Ethnic Group Type 
Angela Private City U Female 51-60 First and Second Year Advising Academic Advisor Master's Degree < 3 Over 300 Latino/Hispanic 
Interview & 
Survey 
Judith Private City U Female 51-60 Liberal Arts and Sciences Assistant Dean of Academic Advising 
Doctoral Degree  
In-Progress > 15 300 Latino/Hispanic 
Interview & 
Survey 
Kelsey Private City U Female 22-30 Communication Academic Advisor Master's Degree 3 - 5 400 European American/White 
Interview & 
Survey 
Linda Private City U Female 41-50 Fellowship Office Coordinator Master's Degree > 15 250-400 European American/White 
Interview & 
Survey 
Amanda State Central U Female 31-40 Media Academic Advisor Master's Degree < 3 300 European American/White 
Interview & 
Survey 





Teresa State Central U Female 41-50 Science Academic Coordinator Master's Degree 11 - 15 350 European American/White 
Interview & 
Survey 
Wanda State Central U Female 41-50 History Academic Advisor Master's Degree < 3 260 European American/White 
Interview & 
Survey 
Emily State Central U Female 31-40 Computer Science Academic Advisor Master's Degree 3 - 5 1800 European American/White Survey Only 
Heather State Central U Female 41-50 Career Advising Assistant Director Master's Degree > 15 800 European American/White Survey Only 
Jennifer State Central U Female 41-50 Pre-Law Advising Director Professional Degree 11 - 15 1000 
European 
American/White Survey Only 
Julie State Central U Female 31-40 Ag., Consumer & Environ. Sciences Int'l Programs Director Master's Degree 6 - 10 200 
European 
American/White Survey Only 
Natalie State Central U Female 22-30 Business Associate Director Doctoral Degree  In-Progress < 3 800 
European 
American/White Survey Only 
Lauren State City U Female 22-30 Liberal Arts and Sciences Academic Advisor Master's Degree 3 - 5 400 Latino/Hispanic Interview & Survey 
Margaret State City U Female 41-50 Pre-Professional Advising Director Master's Degree 6 - 10 5500 Latino/Hispanic Interview & Survey 





Ashley State City U Female 31-40 Liberal Arts and Sciences Academic Advisor Master's Degree 3 - 5 500 European American/White Survey Only 
Sophia State City U Female 22-30 Liberal Arts and Sciences Academic Advisor Master's Degree < 3 750 European American/White Survey Only 
Steven State City U Male 31-40 Community Health Sciences 
Academic Coordinator 
and Academic Advisor Master's Degree 6 - 10 225 
European 
American/White Survey Only 
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APPENDIX O: DEFINITION OF TERMS 
For the purpose of this study, the following terms have been defined to provide a clear 
understanding of the use and basic interpretation.  Footnotes and/or clarification within the text 
has been utilized as further clarification necessitates.  The literature review provides additional 
context to some of these terms. 
Academic Advising 
“…Will refer to situations in which an institutional representative gives insight or 
direction to a college student about an academic, social, or personal matter.  The nature of this 
direction might be to inform, suggest, counsel, discipline, coach, mentor, or even teach” (Gordon 
et al., 2008).  The literature review in Chapter 2 provides more information on academic advising 
as a profession, including advising philosophies and theories.   
Academic Advisor 
For the purpose of this study, an academic advisor (also referred to as an advisor) will be 
defined as a higher education professional who has a position with the primary function of 
academic advising.  Many faculty, administrators, and other personnel within higher education 
may have academic advising as part of their job duties, but this study will focus specifically on 
professionals who have a job title as an “Academic Advisor,” or personnel who identify their 
main job function to be academic advising.  Additional information on advisors as a profession is 
provided in the Chapter 2 Literature Review.  College-level undergraduate full-time professional 
academic advisors are the focus of this study, with a specific focus on those who work at 4-year 
public and private institutions.  Additional information about the participant selection is provided 




Institutional agents are “an individual who occupies one or more hierarchical positions of 
relatively high-status and authority…(who) manifests his or her potential role as an institutional 
agent, when, on behalf of the adolescent, he or she acts to directly transmit, or negotiate the 
transmission of, highly valued resources” (Stanton-Salazar, 2011, p. 1067). 
Undocumented  
Those within the United States without current legal federal residency status, irrelevant of 
the method of entry or country of origin.  The undocumented population immigrates from across 
the world, despite the focus of some studies and the media on Mexico and other Latin American 
countries (see Chan, 2010).  For the purpose of this study, Undocumented will include 
“DACAmented,” unless otherwise noted.  Other terms may be used in other studies or case law, 
but only Undocumented will be used unless part of a quote.   
DACAmented 
Undocumented persons approved for Deferred Action for Childhood Arrivals (DACA), 
an Executive Order by the Obama Administration in 2012, providing limited relief from 
deportation proceedings and some benefits, such as work authorization.  DACA is not a path to 
citizenship, and not all undocumented students are eligible or choose to file.  The literature 
review provides additional information on DACA and DACAmented students.  For the purpose 
of this study, Undocumented will refer to all undocumented immigrants, including those with 




“This term is used to refer to schools that have systems and practices in place that work 
with and for undocumented students” (Richards & Bohorquez, 2015, p. 9).  Examples of systems 
and practices include trainings, resources, websites, academic and/or student affairs 
professionals, and guides specifically supporting undocumented students at the institution. 
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APPENDIX P: NODES BY INSTITUTION INQUERY 
































































































































































































































































































































































































































































































































































































































































Private City U 5 4 4 7 5 5 4 4 3 5 4 5 5 5 4 4 4 5 3 4 4 4 2 3 2 
State Central U 5 2 3 6 5 3 5 5 4 4 5 4 6 4 6 6 4 5 4 6 5 7 3 4 5 
State City U 5 2 1 3 6 2 5 4 4 5 6 3 3 2 3 2 3 3 3 3 2 2 3 3 1 
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APPENDIX Q: CATEGORIES & CODES 





• Be a better Academic Advisor 
• Build core competencies 
• Ability to support and serve students 




• Met and or worked directly with undocumented student(s) 
Human Rights & 
Social Justice 
• Education as a right 
• Equity • Support for immigrants 
Personally 
Connected 
• Family or others undocumented 
• Personal experience with 
immigration process 
• Connection with self 
Advocacy & 
Social Justice 
• Public support for students, the cause, and/or policy 
• Standing against marginalization and oppression 
• Fair distribution of opportunities and privilege 
Intrinsic with Self • Naturally belonging or essential 
Intrinsic with 
Beliefs 
• Personal political beliefs directly related to motivation to support 
• Belonging naturally or is essential 




• Atmosphere at institution 
• Support available • Campus climate 
Helpful Support • Institutional supportive • Resources publicized 
Minimal Support • Support not institution-wide • Not big impact 
Very Supportive • High support • Across campus 
• Resources and training 








• Mission of institution aligns or supports generally 
Institution’s 
Ability to Assist 
• Recognition of student 
• Trying 
• Some support 
• Passive 
• Could do more 
• Various initiatives 
• Strong alliance 
• Varies across 
• Do their best 
• Could do more 
• Student led 
• Institutional backing 




• Varies across 
• Unsure 
• No across campus initiative 
• Individual 
• Hopeful 




• Difficulty telling if institution stance 
• Uncertainty 
• Contradictory stance 
• Minimal; On Paper only 
• Leadership supports 
• Certain policies, but not consistent 
• Relatively good stance 
• Financially support 
• Strong stance from president 
• Everyone welcome 
• Barriers (financial aid) 





• Probably not trained 
• Individual decision 
• Believe so 
• Not universal 
• Some units 





• Middle of road 
• Don’t do as much 
• Little better 
• Do a good job 






• Purposefully require 
• Communicate importance to units 
• Part of promotional plan (Advising 
hierarchy) 
• Centralize 
• Provide more trainings and resources 
• Policies on working with student 
• Updated sessions on student challenges 
• Add to already required trainings 
• Continue what doing currently within units 
• Require for all (not just student affairs & 
advisors) 
Motivation to 
Increase • Motivated to learn more 
Solidified 




• Increased rhetoric about undocumented students 
• Change in political dialog highlighting issue 
 
